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ABSTRACT
DEVELOPING A LANGUAGE-IN-EDUCATION PLANNING MODEL
FEBRUARY 1994
PHILIP W. MATTHEWS, B.A., UNIVERSITY OF NEW ZEALAND
M.A., UNIVERSITY OF AUCKLAND
M.ED. (HONS), UNIVERSITY OF SYDNEY
ED.D., UNIVERSITY OF MASSACHUSETTS AMHERST
Directed by Professor David R. Evans
All education systems are charged with improving the language abilities
of the students for whom they have responsibility. The challenge is particularly
acute for policy makers when the issue as to which languages are to feature in
the curriculum is politicized.
Language planning has provided educators with many insights into lan-
guage-in-education issues and how to successfully respond to those issues.
However, the contribution of language planning is piecemeal and scattered,
and it is the need for a coherent and integrated view that underlies this study.
This study has three aims.
The first aim is to bring together, as a language-in-education planning
model, the processes that occur from when a language-in-education issue
emerges from a linguistic environment to when the issue is resolved in an
education system by the successful implementation of an appropriate plan.
The second aim focuses on part of the model, specifically on ascertaining
the resources, by required languages, for each option. The concern is to estab-
lish (a) the interrelationship between language linked identity aims, curriculum
programs (i.e. mediums of instruction and curriculum subjects) and resources
v
and (b) the consequence for resources when a change in these aims causes a
change in the curriculum programs. Resources, by required languages, refers to
all those resources which need to have language specific attributes, e.g. the
languages that teachers and advisors need to speak and materials need to be
written in.
The third aim is to apply the language-in-education planning model to
the complex, politicized linguistic situation in New Hebrides and Vanuatu from
the 1820s to 1991 and to the education system as it was in 1990. Five relevant
options are presented and analyzed.
The analysis shows that the model successfully discriminates along
several important language-in-education planning dimensions. Consequently,
the use of the model can result in more explicit advocacy, development of
superior options, more informed decision making about the demand for per-
sonnel with skills in specific languages, and improved implementation of plans.
VI
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CHAPTER 1
INTRODUCTION
This chapter presents the aims of the study, the research problem and
the design and organization of the study, and comments on two other matters.
1.1 Aims of the study
This study has three aims. The first is to develop a language-in-education
planning model that can be used in all education systems for both policy plan-
ning and implementation planning in situations where the language program of
the curriculum has become an issue. The term "language program" refers to any
combination of languages as mediums of instruction (LMIs) and languages as
curriculum subjects (LCSs).
The second aim is to ascertain what happens to system level language
specific resource requirements when a change in language linked identity aims
causes a change in the language program in a class, a school or an education
system. Language linked identity aims are those that, through the inclusion of a
language in the curriculum, are concerned with any of the strengthening or
weakening of existing language linked identities and the development of one or
more new language linked identities. System level language specific resource
requirements refers to all those resources which, to service the language pro-
gram, need to have language specific attributes. For example, the languages
that teachers need to be able to speak and the languages that student and
teacher materials have to be written in.
Third, as a means of testing its usefulness, the language-in-education
planning model is applied to a specific education system, that of the Republic of
Vanuatu, a state with one hundred and four natiolects (see Glossary), a recently
evolved lingua franca (see Glossary), the languages of two colonial powers.
English and French, and several other languages.
1.2 The research problem
The impetus for this study was the realization, after several years of work-
ing on language policies and planning and the implementation of those policies
in various education systems, that the field of language planning did not readily
address the concerns of educational planners. That is. language planning did
not provide educational planners with an adequate framework for deliberating
about language issues in education. This is not to say that language planning
does not contain much that is useful to educational planners. Rather, it is to say
that the useful material is scattered throughout the language planning literature
and has not been assembled in a form accessible to educational planners.
The first aim, therefore is to gather together the relevant parts of the field
of language planning and, if necessary, to add to them so as to develop a lan-
guage-in-education planning model.
Language planning is a broad field. The need for language planning
arises when the language situation in a sociopolitical entity leads to an interest
on the part of some or all members of that entity (or even of outsiders), and to
pressure by interested people, for action in regard to the place of one or more
languages, or aspects of those languages, in that entity. What is at issue is the
functions that a language is fulfilling or is to fulfill in the entity This situation
arises frequently and language planning holds the promise of being able to
i
explicate the language situations in the entity, to formulate options in regard to
the identified language issues, and to assist in the implementation of the select-
ed options. In many cases the interests, pressures and options have conse-
quences for the languages that are or could be used in the entity's schools.
What happens to languages in an entity depends on a number of factors.
One such factor is the place of the languages in the education system. Thus, in
preparing students to use specific languages for particular functions in the
entity, the language can be included in the curriculum or, in situations where it
has been decided that the functions the languages have in the entity are not to
be fostered through schooling, to exclude those languages from the curriculum.
Education can be carried out, at the various levels of schooling, through any
number of included languages - one language, two languages or even three or
more languages - while, irrespective of which languages are used as Mis, the
same and other languages can be studied as CSs. Inclusion of the language
leads to development of aims for them, and the allocation of resources, such as
time (for example, in curriculum programs), personnel, materials and facilities,
to them. This in turn results in a positive value being placed on each included
language. Briefly, those languages which have valued functions in the entity are
valued through education, while those languages that have either no or deval-
ued functions in the entity are not valued through education.
It should be noted though that in many cases, specifically those where an
unrepresentative regime has dictated which functions are to be served by spe-
cific languages, the relationship between the functions and the languages is
contested by those not in power. In such cases actions by the subordinated, e.g.
revolt or boycott, may lead to a change in official policies, a change in the rela-
tionship between functions and languages in the entity and a change in curri-
culum included and excluded languages.
3
However, for a practicing educational planner it is clear that while in
general terms language planning has been heavily involved in making policy
about which languages could be used for various functions in specific entities,
language planning has not dealt comprehensively with the issue of implement-
ing those policies. To a significant extent this failure is due to two factors. First,
the general field of language planning has not been adequately developed, i.e.
it has focused too much on the language itself as an issue and on policy making
and has dealt inadequately with the policy planning and implementation plan-
ning aspects. Second, specific subsets of the general field, i.e. the application of
language planning activities to law, business and education, have the same
weakness, i.e. they fail to address adequately the policy planning and imple-
mentation planning components of the whole process.
As proposed here, language-in-education planning is a new field, lying
between language planning and educational planning (see Figure 1.1). When
language planning does not seem to be able to contribute to language-in-edu-
cation planning, related fields such as educational planning, planning, policy
making and policy analysis can be turned to.
For each language issue that arises in the educational sector of an entity
this new field, language-in-education piannmg, can have a role. It should have
the capacity, for example, to describe the context in detail (including the various
language linked identities), to identify the functions that various languages fulfill
in the entity, to clarify the language issue and the nature of the conflict associ-
ated with the issue, to illuminate the processes by which the issue is being
promoted and opposed, and to indicate the interventions that could be made
(i.e. to develop options). This would include developing aims and objectives,
determining curriculum programs that could be used, the levels in which one or
more languages could feature, the time to be allocated to the languages, the
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Figure
1.1
The
focus
of
the
study
language specific resources required to achieve the aims in the planned for
ways and the ways in which what is implemented can be evaluated. Integral to
all of this is the capacity to generate and analyze options for the consideration
of decision makers.
The second part of the research problem relates to the interrelationship
between aims, programs and resources. Many of the resources that are needed
to run an education system, such as capital needs, the costs of utilities, pension
or superannuation costs, overtime payments, rent and replacement of plant and
equipment, are not discussed in this study as it is considered resources for
these will be allocated by an education system, irrespective of the languages
used in the education program.
The specific concern is with the changes in language specific resource
requirements when aims and programs change but the quantities stay the
same. Thus, given a specific situation, with languages, aims, programs and
target populations, the quantities of resources can be determined for each
option, e.g. the number of teachers, the number of curriculum developers and
the cost of library materials. However, if there are changes in the aims which
result in changes in the curriculum program (i.e. different functions are to be
fostered through schooling), but the quantities of resources are unchanged,
what effect does this have on the language specific attributes of the required
resources.
The thrust of this second aim, then, is that in language-in-education
planning detailed attention must be given to the language specific attributes of
the resources required for each option, with particular attention being paid to
the way they differ from option to option.
The third aim is to test the language-in-education planning model by
applying it to the education system in Vanuatu as it was in mid 1990. The con-
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cern is to see whether the model makes distinctions that are of use to language-
in-education planners.
1.3 Design of the study
This study has six steps. These are:
(1 ) the review and evaluation of the language planning literature and its
application to education;
(2) a detailed discussion of three important language-in-education planning
issues;
(3) the construction of a language-in-education planning model;
(4) the survey of changes in the use of the various languages in the society
at large and in education in New Hebrides from the 1820s to 1980 and in
Vanuatu, the independent successor state, from 1 980 to 1991;
(5) through developing a range of planning options, the application of the
language-in-education model to formal schooling in Vanuatu; and
(6) the assessment of the usefulness of the language-in-education planning
model as a whole and, specifically in regard to identifying the different
language specific resource requirements in a range of options.
Each step in the design of the study will now be dealt with in detail in the
following subsections.
1 .3.1 Review of literature
Since the early 1960s the field of language planning has developed and
expanded. The purpose of the review of the literature is twofold. First, it is to
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examine both the main thrusts of language planning and language planning as
applied to education with a view to ascertaining their applicability and useful-
ness for planning the inclusion in the curriculum of formal schooling of one or
more languages as Mis and as CSs. Second, it is to try to isolate those lan-
guage planning components that might be incorporated in a language-in-edu-
cation planning model.
The review falls into six parts.
First, three papers that use the words language-in-education planning
are commented on.
Second, the field of language planning is briefly reviewed so as to indi-
cate its main concerns and subfields.
Third, the first subfield, language status planning, is examined in detail,
and six aspects (linguistic community, language and identity, language func-
tions, language rights, languages and political power, and maximality and
optimality as political decisions) are considered in detail. Then the application
of language status planning to education is examined.
Fourth, the second subfield, language corpus planning, and two aspects
of it, planning aspects of a language and planning scripts for languages, is
reviewed. Then the application of language corpus planning to education is
examined.
Fifth, language acquisition planning (Cooper, 1989), a new name for
several existing interests of language planners, is commented on. Two aspects
of this new subfield, namely (a) language learning and (b) the personnel and
nonpersonnel resources to support language learning, are focused on. The
application of language acquisition planning to education is then examined.
The sixth part sums up the relationship between language planning and
education. It shows in regard to planning for education systems that while lan-
X
guage planning has contributed much to educational activities, it is too narrowly
focused on language status and language corpus issues. It is then suggested
that what should now happen is that the tentative linking of language planning
to education as "language-in-education planning" that has already occurred
should be pursued and a language-in-education planning model should be
developed. This model should be such that it incorporates the concerns of pol-
icy advocacy, policy planning, policy and decision making and implementation
planning.
1.3.2 Three language-in-education planning issues
In the second step three language-in-education planning issues are dis-
cussed in some depth. These are (a) language functions, creoles and language
linked identities, (b) curriculum patterns and language linked identity aims and
(c) teachers as a resource. These issues are given special attention because
not only are they central to language-in-education planning but they also form
the focus of part of the testing of the model.
The argument is that (a) either through evolution or through policy mak-
ing languages fulfill certain functions in an entity, (b) pidgins and creoles fulfill
certain functions and decisions have to be made as to whether they should be
included in the school curriculum so as to assist students acquire those func-
tions or excluded from the curriculum, (c) students develop an identity linked to
each language that they learn and that specific identities - nationicity, staticity,
ethnicity, regionicity and those associated with LWCs (see Glossary for these
terms) - are important to the entity and the individuals, (d) curriculum patterns
and programs are selected to foster certain functions and hence to link the func-
tions that the languages fulfill and the language linked identities that the stud-
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ents can develop, and (e) the most important resource in meeting the entity's
language-in-education aims is the teacher and his or her language attributes
1.3.3 A language-in-education planning model
The third step in this study is to construct a language-in-education plan-
ning model.
Given the inchoateness in both language planning and language plan-
ning applied to education revealed by the literature review a language-in-edu-
cation planning model is needed for at least two reasons. First, a central policy
and planning issue for all systems is the relationship between the languages
that are fulfilling functions in the entity and the languages in the curriculum. A
language-in-education planning model can assist in policy and planning activ-
ities. It can show the language situation in an entity, can show the phases
through which an issue goes, and can assist in the development and analysis of
options about the inclusion and exclusion of the languages at issue in and from
the curriculum. Second, formal education, systems in all entities are large con-
sumers of resources and their administration and management is a complex
task. They need to be buttressed by implementation planning that will show the
resources that are needed to ensure that the decisions are implemented
effectively and efficiently. Implementation planning should accompany both
policy planning and policy making. A language-in-education planning model
should therefore cover all three aspects, i.e. policy planning, policy making and
implementation planning.
The outcome of this step is a descriptive language-in-education planning
model, presented as a flow chart that, inevitably, distorts reality. Models indicate
the context or environment, identify the processes, and identify relationships in
and between the processes (e.g. sequences, including prerequisites, parallel
activities and feedback loops). Reality is complex and seamless, but a flow chart
model represents reality in a simple form, as a series of discrete events as a
series of phases. The presentation of such separate events must be seen and
appreciated for what it is, a conceptual devise to assist in understanding pro-
cesses in the real world.
The language-in-education model serves as a partial reference point or
checklist for the survey of and findings about the past and present use of lan-
guages in the society at large and in formal education in the colonial condo-
minium, New Hebrides, and the independent state, Vanuatu, and as the basis
for developing a range of options, at the implementation planning level, about
the place of (a) the natiolects, (b) Bislama, (c) English, and (d) French in formal
education in Vanuatu.
1.3.4 Language, society and education in New Hebrides and Vanuatu
The fourth step is a survey of changes in the use of various languages in
the Republic of Vanuatu, formerly known as New Hebrides, from the 1820s to
1991.
Vanuatu is located in the south west central Pacific, south of Solomon
Islands, north east of New Caledonia, and west of Fiji. The state stretches north
west to south east for about 900 kilometers and 160 kilometers east to west at
the widest part, and consists of approximately eighty islands, of which some
sixty six are inhabited. The islands total some 12,930 km 2 . Most islands are of
both volcanic and coral origin, but some of the remainder are either of volcanic
or of coral origin. The climate is tropical in the north and subtropical in the south
and has marked wet and dry seasons from November to May and June to
October respectively.
The indigenous inhabitants, known nowadays as NiVanuatu, moved into
Vanuatu from the north west about 3,500 years ago and subsequently there
was a small movement of Polynesians into the country from the south east.
Originally, most of the indigenous population occupied the interior valleys, hills
and plateaus of the larger islands and engaged in slash and burn or shifting
agriculture but, over the last one hundred years, most have now moved to the
coastal areas. Today, on parts of the arable coastal plains (7% of the land
surface) and arable low plateaus and hills (38% percent of the land surface),
approximately 115,000 people, or about 81% of the population), are engaged in
subsistence agriculture and, if on the coast, fishing, and in the production of
export cash crops such as coconuts, cocoa and coffee, and of beef cattle. Copra
production, started by immigrant French and British planters in the nineteenth
century, and commercial beef production and forestry, both on a small scale,
are the main commercial agricultural activities in the rural sector.
Over the last one hundred years two urban centers (the towns and their
semiurban/semirural peripheries) have developed, namely Port Vila, with
about 21,000 inhabitants (about 15% of the total population) and Luganville,
with about 7,100 inhabitants (about 5% of the total population). Port Vila
developed initially as a trading center, subsequently becoming the
administrative center for the British, French and condominium governments
from 1907 to 1980 and the Vanuatu government from 1980, a commercial
center from 1919 onwards for French and British business people and from
1945 onwards for Vietnamese and Chinese business people, and a center for
small factories from about 1970 onwards. In contrast Luganville developed
around a Catholic mission, coconut plantations, a small administrative office
and some shops and developed as a significant commercial urban center
around the harbor only after World War II.
Vanuatu's economy is dominated by export agriculture, tourism, inter-
national banking and government activity. The GDP in 1987 was distributed as
follows: agriculture, fishing and forestry accounted for 24% of the GDP, govern-
ment services 15%, industry (e.g. manufacturing, construction and electricity) for
12%, and other services (e.g. trade, restaurants, hotels, transport, storage, com-
munications, real estate and business) for 49% (Vanuatu and Asian Develop-
ment Bank, 1990, pp. 10-11).
Vanuatu is one of the poorest states in the world with an estimated per
capita income for NiVanuatu in 1987 of US$319, a fall from some US$395 in
1983 (Vanuatu and Asian Development Bank, 1990, pp. 15).
The language situation in Vanuatu is complex, with many languages in
daily use in all formal and informal situations. First, there are one hundred and
four natiolects, one hundred and one of which are Melanesian languages and
three of which are Polynesian languages (see Appendix A for details). Almost
all NiVanuatu use one or more of these languages. Second, Bislama, initially a
pidgin but now both a pidgin and a creole, is used, with varying degrees of flu-
ency, by almost all NiVanuatu. Third, are two nonindigenous languages,
English and French. As a consequence of colonial and religious activities by
English speaking and French speaking administrators, settlers and mission-
aries, approximately 60% of NiVanuatu can be regarded as anglophones and
some 40% as francophones. However, the level of fluency in these languages
amongst most indigenous NiVanuatu is probably not high. Further, it is probable
that less than 1% of NiVanuatu can speak both English and French. Fourth,
there are several nonindigenous languages, e.g. Vietnamese, Chinese and
Wallisian, which are used only by small numbers of nonindigenous NiVanuatu
who, generally, are also able to use Bislama, and either English cr French or
English and French. It should be notea that most NiVanuatu are able, with
varying levels of fluency, to switch from one language to another, specifically
between one or more natiolects and Bislama, and hence many interactions are
bilingual and multilingual.
The overall purpose of this step in the study is to survey the past and
present societal and educational linguistic situations in Vanuatu and thus to
provide the background for applying the language-in-education planning
model. To this end three questions are asked.
First, what languages were in use in Vanuatu at the time of the first sus-
tained contacts with Europeans? The answer to this question will provide a
description of the linguistic situation at that time and. in providing data on, for
example, the number of languages, the distribution of the languages, the rela-
tionship between the languages and the number of speakers of each language
will establish a base for discussion of subsequent changes in the linguistic
situation in the contact period, the condominium and the independent state.
Second, what were the policies and practices from the time of the first
contact with Europeans up to the present in regard to the use of various lan-
guages in the society? The answer to this question provides data about such
matters as trends in policies and practices in regard to the various languages,
the status given to the various languages, the functions of the various lan-
guages at various times, the contexts in which the various languages were
used, the parts the languages played in the movement towards independence
the roles the colonial powers played in the inclusion of the various languages
the constitution, language planning activities to date, and the activities
of the
Vanuatu government towards the various languages.
Third, what were the language policies and practices of the missionaries,
the condominium government and the posi independence government in
regard to the place and use of various languages in the schools in the formal
education system, i.e. in primary schools, secondary schools, preservice and
inservice teacher training, school based technical and vocational training and
curriculum activities? Answering this question provides data, for example, about
trends in policies and practices in regard to the various languages, the status
given to the various languages, the language-in-education planning that has
taken place, the functions of the various languages and the changes in the
numbers of students exposed to English and French.
The outcome of this step is a description of the language situation in
Vanuatu prior to the coming of Europeans and a survey of the use of various
languages at the societal level and in formal schooling from the 1 820s to 1 991
.
This provides a base for considering language-in-education planning options.
1.3.5 Language-in-education planning options
The purpose of this fifth step is to put forward a range of options about the
use of Vanuatu's languages in Vanuatu's education, specifically in regard to the
natio nicity
,
staticity, ethnicity and regionicitv of the speakers of those languages,
so as to test the language-in-education planning model.
On the basis of this model developed in the second step and in the light
of the survey of the use of various languages in society at large and in the
schools over the last hundred and seventy years, the question to be answered
in this step is: what options are available to Vanuatu concerning the use of var-
ious languages in formal schooling in Vanuatu in the future
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With so many languages being used in Vanuatu, each of which could
feature in some way in the curriculum, and with many more that could be placed
in the curriculum, thousands of options could be developed. Taking into account
the selected language linked identities of NiVanuatu and the range of curricu-
lum patterns the intent is to put forward five options that are relevant to the situa-
tion in Vanuatu. The outcome of this step, therefore, are these options, each
with a different configuration of language linked identity aims, curriculum pro-
grams and languages.
1.3.6 The usefulness of the language-in-education planning model
The final step is to evaluate the strengths and weaknesses of the lan-
guage-in-education planning model. Two aspects are focused on. First, the
societal and educational experiences in New Hebrides and Vanuatu are held
against the various phases in the model with a view to determining whether the
phases are appropriate or not. Second, the five options are examined with a
view to determining whether the model can show the appropriate shifts in lan-
guage specific resources from option to option.
1 .4 Organization of the study
This study consists of a further seven chapters.
In Chapter 2 the field of language planning and its application to educa-
tion is reviewed in some depth with a view to establishing the main concerns of
the field and identifying its main variables.
In Chapter 3, three issues, central to the study are examined in detail.
These are (a) language functions (including discussion of pidgins and creoles
and language linked identities), (b) curriculum patterns for language learning
and (c) teachers as a resource.
Chapter 4 presents the language-in-education planning model.
In Chapter 5 the changing patterns of use in New Hebrides of the various
languages - the natiolects, Bislama, English and French - in both the society at
large and in education, are surveyed from the 1820s to 1980, while in Chapter 6
the situation in Vanuatu since independence is surveyed.
Chapter 7 presents a range of options about the place that the various
languages could have as Mis and CSs in formal education in Vanuatu. The
focus is on the language specific resources needed in curriculum programs
directed at meeting aims in regard to the various language linked identities.
In Chapter 8, the Conclusion, the language-in-education planning model
is evaluated in regard to its usefulness in describing the changing situation in
New Hebrides and Vanuatu and in delineating the language specific resource
requirements of different options.
Several appendices give details about various matters.
1.5 Exclusions and limitations
Although the study is about a developing state that has recently been a
colony and is still grappling with the problems that result from that status,
discussion of the notions of colonialism and development are only briefly
touched upon.
The study is primarily about the formal education system, i.e. schools, the
teacher training college, the vocational school and system level professional
offices. Thus, nonformal education and the educational activities of other
government departments and other sectors are not described or analyzed.
The study is about the language specific resources required for various
planning options. It is not concerned with those resources that are not language
specific.
It is a synchronic, not a diachronic study. That is, with some slight modifi-
cations (see Section 7.2), it presents the education system and the resource
availability as they were in mid 1990. The options that are developed are within
that framework and no options are prepared that add either to the size of the
system or to the resource requirements. That is, the study points out, within the
existing framework, the differences in language specific resource requirements
that would have arisen if different language linked identity aims and curriculum
programs had been decided upon.
However, the study could serve as the basis of a diachronic study. All that
would change is some of the givens and on the basis of these new givens, e.g.
the estimated student populations for, say, 1995 and 2000, and the new staffing
formulas, the quantities of language specific resource requirements could be
calculated for future years.
Further, it is a technical study in the field of planning. It accepts that lan-
guage-in-education planning can and will take place and its focus is on the
activity and the details of planning. A stand on whether planning is necessary is
not taken. Nor is any stand taken on the factors that can constrain planning and
the implementation of plans.
Another point to note is that the author has worked in language planning
in several education systems over several years and is familiar with many of the
issues. The concern is that the outcome of the study can be of use to others
working in language-in-education planning.
Further, the study is undertaken by an expatriate who has worked in a
senior position in education in Vanuatu. However, there are two major con-
straints on the research. First, understandably, there is a preference by NiVanu-
atu for NiVanuatu to undertake research in Vanuatu or, if that is not possible, for
the research to be under the control of NiVanuatu. In a situation where NiVanu-
atu are unable to participate in the study, discussions with NiVanuatu on Vanu-
atu topics are often unproductive, particularly in regard to sensitive issues, such
as government policies. Second, some of the ideas in the study have come from
discussions with NiVanuatu about the language situation in Vanuatu. However,
these NiVanuatu do not form a random sample of NiVanuatu and consequently
these ideas cannot be taken as representative of NiVanuatu opinion. Rather,
they gave some pointers as to the directions of this study could take.
Concerning statistical data the records that are available on all relevant
topics are incomplete and unreliable. No attempt has been made to undertake
the research necessary to fill those gaps and to increase the reliability of the
available data.
Finally, a role for an expatriate is to assemble the material in the form of
options. This is done through this study, which presents only five language-in-
education planning options but sets up a framework through which many other
options can be developed. Any decisions about any of the options need to be
taken by NiVanuatu themselves.
CHAPTER 2
LANGUAGE PLANNING AND EDUCATION
Language-in-education planning is a new term and there is little pub-
lished material available using this term.
This chapter starts by reviewing three texts that mention language-in-
education planning. The major part of the chapter is a review, with illustrative
examples, of the characteristics of language planning and the ways each of
language status, language corpus and language acquisition planning have
been applied to education. The chapter concludes with a critique of language
planning that shows the need for a model of ianguage-in-education planning.
2.1 Language-in-education planning
The term language-in-education planning has only recently come into
existence, for it seems that it was first used by Kaplan, when he stated that "to
discuss the role of the education sector in language planning it is important to
differentiate between language planning and language-in-education planning"
(1990, p.9). He argues that it is the responsibility of government to make lan-
guage policies by deciding which languages will be used for which functions in
the entity. This includes determining which languages will feature in the curri-
culum. According to Kaplan (1990, p. 9), once such policy decisions have been
made the education sector then has a role: to decide, for example, (a) who will
teach the languages, (b) which students will learn the languages, (c) the extent
to which students will learn the target languages, (d) the methodologies that will
be used, (e) the materials that will be used and (f) the cost of implementing the
policy. Once educational policy has been decided upon, the education sector
must then turn to the central government for resources that will enable the
schools to accomplish the task with the government then deciding whether to
accept, reject or modify the education sector's proposals (Kaplan, 1990, p. 9).
Thomas (1990) simply uses the terms language-in-education policy and
language-in-education plan, but Ingram (1992) seems to be suggesting a three
part schema, namely that language policy is partly implemented via language-
in-education policy which, in turn, is partly realized by language-in-education
planning. Ingram confines his discussion of language-in-education planning to
second or foreign language teaching (neither of which he defines), and gives
some factors that could play a role in the development and realization of a lan-
guage policy, e.g. the organizations involved in developing a policy, the funding
of a policy, the time devoted to language teaching, the choice of the target lan-
guage and teachers, course design and materials.
In the three papers Kaplan, Thomas and Ingram have only touched on
the concerns of what could be the field of language-in-education planning. In
fact, Kaplan oversimplifies the relationship between the education sector and
the central government, Ingram fails to define the focus of language-in-educa-
tion planning and ignores the LI (first language), while Thomas simply men-
tions a closely related term. The remainder of this chapter will focus on the field
of language planning (the field in which Ingram. Kaplan and Thomas work) and
its application to education with a view to ascertaining what might be the com-
ponents of language-in-education planning.
2.2 Language planning
Over the last thirty to forty years there has been increasing activity, in
regard to the use of one or more languages in a society, about steps to be taken
to maintain or change the use of languages in a society. This activity has been
referred to by a variety of terms, typical of which are language engineering,
glottolinguistics, language planning, language policy, language development,
language regulation, language management and linguistic planning. Of all the
terms language planning has been the most favored and will be used in this
study. (See Appendix B for some definitions of language planning).
However, there is little agreement as to what language planning is or
what these activities should be. Thus, Cooper is of the opinion that language
planning is still at the stage of trying to develop a descriptive framework and
descriptive adequacy and, therefore, that predictive, explanatory and theoretical
adequacy are at present beyond the capacity of language planning (Cooper
1989:182). Further, he claims that a theory of language planning "seems as far
from our grasp as the philosopher's stone or the elixir of youth" (1 989, p. 1 82).
More recently Paulston and McLaughlin are quite specific: "we have no theory
of language planning" (1993, p. 327). Dasgupta summed up the situation as
follows: "language planning is often seen as an assemblage of practices in
search of a coherent theory" and "in the absence of a unifying theory, many of
us feel that the enterprise of language planning is bound to remain a semi-
intuitive management-like domain where practitioners can best learn from
experience" (1990, p. 85). The implications are clear: language planning as a
field of study has yet to develop a body of theory that wouid clearly differentiate
it from other fields, that would delineate it as a field of study in its own right and
that would enable people to describe, predict, explain and generalize about
language planning issues.
Nevertheless, most language planners make reference to an activity that
links language planning with the wider field of planning. Many simply make
general comments; for example: "political and administrative activity" (Jernudd
and Das Gupta, 1971. p. 211) and, stressing that it is not random activity, "long
term and conscious effort" (Weinstein, 1980, p. 55), "deliberate change" (Ken-
nedy, 1982, p. 264), "deliberate efforts" (Cooper, 1989, p. 45), and "deliberate
interference" (Schubert, 1990, p. 90). Three make more specific comments
about the activities: "methodical activity of regulating" (Tauli, 1974, p. 56), "the
organized pursuit of solutions" (Fishman, 1974, p. 79) and a "systematic, future
oriented" deliberate response (Clyne, 1992, p.84). Two planners refer explicitly
to alternatives: the "formulation and evaluation of alternatives" (Rubin and
Jernudd, 1971, p. xvi) and "explicit choice among alternatives" (Fasold, 1986, p.
246), while three see language planning as being concerned with decision
making (Jernudd and Das Gupta, 1971, p. 211, and La Porte, 1984, p. 54) and
with making "the best (or optimal, most efficient) decision" (Rubin and Jernudd,
1971, p. xvi). Eastman sees language planning as being focused on reaching
objectives (1983, p. 29), Jahr writes of "a deliberate goal" (1992, p. 12), and
Tauli sees the aims of language planning as "improving existing languages or
creating new . . . languages" (1974, p. 56). Finally, five planners indicate the
agents of language planning: "language academies and committees" (Haugen,
1969, in Cooper, 1989, p.30), organizations with the appropriate mandate
(Rubin and Jernudd, 1971, p. xvi), "governmental, educational, economic and
linguistic authorities" (Eastman, 1983, p. 29), the government (Crystal, 1987, p.
364), and appointed committees or bodies, private organizations, or prescriptive
linguists working on behalf of official authorities (Jahr, 1992, p. 12).
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Though language planning does not have "any framework to describe
systematically and comprehensively the wide range of language problems"
(Dua, 1985, p. 3), the term usually used by language planners to indicate the
start of a language planning sequence is language problem. Several planners
are clear that language planning is about solving language problems, e.g.
Fishman (1974, p. 79), Karam (1974, p. 105) and La Porte (1984, p. 54) refer to
a (language) problem, Trudgill (1992, p. 44) refers to language conflicts, while
Crystal (1987, p. 364) refers to (language) problem solving. This term language
problem implies that it is only something negative that causes interest or
concern that leads to action. However, Hogwood and Gunn (1990, p. 108)
suggest that, as it is not only problems that arouse policy and planning interest
and action, the term problem should be seen in a wider context and be one of a
set of terms (problem, opportunity and trend), subsumed by the term issue. The
term issue will be used in this study to include all the concerns of the fields of
language planning and language-in-education planning.
In spite of this pessimism, language planning is conventionally divided,
on the basis of types of issues, into two subfields, language status planning and
language corpus planning. More recently, based on a different set of issues, a
third subfield has been suggested, namely language acquisition planning
(Cooper, 1989, p. 157). The three subfields and their application to education
will now be reviewed.
2.3 Language status planning
Within each entity and, in many cases its subunits, everywhere, each
language or language variety has its own status, i.e. it is valued or devalued in
relation to either other languages or to the other varieties of the same language.
The political struggle (in the broadest sense) to increase, maintain or lower the
status of the languages and varieties in a linguistic community, and the con-
sequences of that struggle is conventionally regarded as language status plan-
ning. In this section six aspects of language status planning are examined.
2.3.1 Linguistic community
A linguistic community is a specific type of sociocultural entity. However,
at any one time there are major problems in determining what is a linguistic
community and who are the members of the identified community. For example,
a linguistic community has been regarded as all those who communicate with
each other (Hockett, 1958, p. 8), use a given language or dialect (Lyons, 1970,
p. 326), who communicate with each other by a shared set of verbal signs which
are different from the sets of other people (Gumperz, 1972), who have the same
idea of the nature of the community in their minds (Hudson, 1980, p. 28), who
have a shared culture and maintain boundaries, varying in porosity, from other
communities by language differentiation (Saville-T roike, 1984, p. 17-22) and
who evaluate a given instance of language behavior similarly, as proper, cor-
rect or good, or as improper, incorrect or bad (Cooper, 1989, p. 135).
Each individual has his or her own idiolect and within that idiolect there
are several varieties of the language or the languages. Except in the rare cases
of totally idiosyncratic speech, for each individual some of the varieties in his or
her idiolect will be the same as, while others will be different from, those of other
individuals.
In monolingual entities, there will usually be several varieties of the lan-
guage, each variety with its own function or functions. Each individual will be
familiar with several of the varieties. The situation is essentially similar in bilin-
gual and multilingual entities, i.e. each language will have its own varieties
Monolingual individuals in such entities will know only varieties within their one
language, but bilingual and multilingual individuals will know several varieties,
some in one language, some in a second and in a third language, though in-
variably they will not be equally skilled in every variety in each language.
Further, in a monolingual entity, diglossia may well exist, i.e. two different
varieties of the language may exist, one of which, the low variety, is used for
ordinary speech, while the second, the high variety, which may not be known by
everyone, is used for specific more formal functions such as literature and
official business, e.g. as in modern Greek (with Katharevousa and Dhimotiki)
and Arabic (with Classical and Colloquial Arabic). In bilingual entities, diglossia
can also occur, i.e. one language, the high language, which may not be known
by everyone, is used for certain functions, and another language, the low lan-
guage, is used for other functions. This situation in common in most of the for-
mer colonies where the former colonial language is used for certain high status
purposes and other languages for low status purposes. The situation is much
more complex when three or more languages are in regular use in an entity, but
the essential point is the same.
Individuals in monolingual, bilingual and multilingual entities will fre-
quently change from known variety to known variety in both speaking and writ-
ing. The process of changing varieties and languages is known as code switch-
ing or, more simply, switching. It is a commonplace activity, usually triggered off
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by some marker or incident in the sociocultural or linguistic environments.
Some individuals are unconscious of their switching behavior but many use
code switching as a means of including or excluding persons from interaction
with themselves.
A linguistic community, then, is based on a language variety, with con-
comitant evaluations by the users of the variety about correctness and appro-
priateness marking the boundaries of each linguistic community. This is not to
say that a linguistic community consists solely of those in face-to-face communi-
cation. Rather, the term refers to both those who are successfully interacting and
those who could successfully interact if brought together in some way with each
other using the one variety and making the same evaluations about the lan-
guage variety being used. What is clear is that each individual belongs to many
interrelated and overlapping and ever changing linguistic communities (Saville-
Troike, 1982, p. 21).
2.3.2 Language and identity
The basis of a linguistic community, however, is wider than just the
existence of a language. Central to a linguistic community is the development
by the members of the community of a language linked identity.
Each individual gains his or her identity as a consequence of the inter-
action between on the one hand the individual self and on the other hand the
sociocultural contexts in which he or she develops. It is not just a process of
socialization or, better, enculturation, in which an entity's culture is transmitted
to and absorbed by an individual so that he or she becomes a recognizable
member of the entity. Rather, it is an active process. An individual needs to
control his or her own life and internalizes or identifies with those factors that
give meaning, stability, security (including a secure sense of identity) and
opportunities or life chances to the individual. Initially identification is on a one-
to-one basis - child and adult - but gradually it is extended to more and more
people, to events and to entities.
The process of identity formation is ongoing from birth to death and an
individual creates, consciously and unconsciously, many identities. Typical are
maturational identities, such as a child, a youth, and a middle aged person, and
changing kinship status identities, e.g. a single person, a partner, a parent and
a grandparent. Other identities, which exist with the first sort and with each
other, and which under certain circumstances can be changed independently of
other identities, relate to the sociocultural entities to which an individual can
belong, e.g. a nation, an ethnie and a state. All of and individual’s identities are
linked to one or more language or to varieties of the languages.
However, while each person is undeniably individual, "given the same
environmental circumstances there will be a tendency for a group of individuals
to make the same identification, to internalize the same identity" (Bloom. 1993,
p. 23). Such is the case with language linked identities. Arising from learning
and using the language the speakers of the language regard the language as a
symbol of their difference from those who speak other languages (or even other
dialects), and have a sense of inclusiveness about themselves as an entity and
a sense of exclusiveness in relation to those who speak other languages. Fur-
ther, the use of the language as a badge of identity (Crystal, 1987, p. 34) marks
the user as a member of a particular entity that has a specific and unique history
(including relations with users of other languages) and differentiates the user
from the people in other language linked entities. Under the right circumstances
and using the appropriate stimuli, e.g. appeals to the identity and the use of the
things that symbolize the identity, individuals linked within the same psycho-
logical syndrome will act together to preserve, defend and enhance their com-
mon identity (Bloom, 1993, p. 26), including a language linked identity.
Monolingual people can have several language linked identities, e.g.
with an ethnie and with a state. For bilingual and multilingual individuals the
situation is more complex for each individual develops, as part of his or her total
being, several identities, each one linked to one of the two or more languages
known to the individual. The strength of and commitment to the identities asso-
ciated with each language varies, with for most people, for example, the LI un-
derpinning the strongest language linked identity and a language learnt per-
haps as a foreign language at school or for use while traveling underpinning
the weakest language linked identity. Consequently, bilingual and multilingual
individuals have many overlapping and interlocking language linked identities
which allow entry into more than one linguistic community. However, in any
specific situation an individual can choose to display or hide an identity by
choosing either to use or not use a particular language.
Further, the language linked identities of an individual are neither perm-
anent nor fixed in level of commitment. Thus, willingly and unwillingly, the lan-
guage linked identity and the language of individuals change. This happens to
most interstatal immigrants and refugees, with many intrastatal migrants, with
some of the inhabitants of the bilingual border areas between linguistically dif-
ferent nations, with those who move from a low status entity to a higher status
entity within the entity, with those who marry out of their linguistic community,
and in many other situations where subtle and not so subtle pressures are
exerted on individuals and groups to change the languages they speak. In such
circumstances one language and its associated identity gradually weaken and
are replaced by another language and identity. Changing languages, i.e. Ian-
guage shift, and changing language linked identities, i.e. identity shift, are ubi-
quitous behaviors.
2.3.3 Language functions
As people communicate within a linguistic community their languages
and language varieties serve a variety of purposes for an individual. Typical of
such purposes are the expressive (conveying feelings and emotions), directive
(requesting or demanding), referential (true or false propositional content),
poetic (aesthetic), phatic (empathy and solidarity), metalinguistic (reference to
language itself) (Saville-T roike 1984:16), symbolic, instrumental (assisting in
personal, communal and societal activities) and identification (markers of ident-
ity, e.g. membership of a state, an ethnie and an occupational group) purposes.
These and other purposes exist in each language for each individual user of the
language.
The purposes merge at the communal and societal levels and various
attempts have been made to bring them together under the rubric functions. The
first major attempt was that by UNESCO (1970) in their 1951 report on the use
of vernaculars in education. In it ten types of language functions were identified:
indigenous language, lingua franca, mother tongue, national language, official
language, pidgin, regional language, L2. vernacular language and world lan-
guage (see Appendix C). This was a purely descriptive approach: such and
such a language fulfills such and such a function.
A second approach is exemplified by the work of Ferguson (1966) and
Stewart (1970) (see Appendix C). Ferguson categorized each language as (a)
either of major, minor or of a special status, (b) of a particular type (vernacular,
standard, classical, pidgin or creole), and (c) fulfilling one of seven functions
(group, official, language of wider communication (LWC), educational, religious,
international and school subject). Subsequently, the schema was modified by
Stewart (1970) in four ways. First, he added two types: dialect and artificial lan-
guage. Second, he put forward four attributes which each language type could
have: standardization, autonomy, historicity and vitality. For example, under this
schema a standard language is standardized, autonomous, historical and vig-
orous, while a pidgin has none of these attributes. Third, he added three func-
tions to those of Ferguson: provincial language, capital language and literary
language. Fourth, he placed each language into one of six classes, each based
on the percentage of the population of a state that speaks the language. The
product of this approach is a description, by formula, of the languages used in
each state.
Another schema was developed by Fasold (1985) (see Appendix C). In
his approach to language functions he asked not what functions is a language
currently fulfilling, but what attributes should a language have if it is to success-
fully fulfill certain functions. For example, a language should be sufficiently
standardized and known by a cadre of educated citizens before it should be
considered for fulfilling the function of official language, while a language
should be used by all members in ordinary conversation and act as both a uni-
fying and separatist device for it to be considered for fulfilling the function of
group language. Altogether, Fasold identified eight functions (official, national-
ist, group, educational, wider communication, international, school subject and
religious).
The basic UNESCO schema and its derivatives have been very influ-
ential and are still current (e.g. see Eastman, 1983, pp. 5-6). Ferguson's and
Stewart's approach, too, is currently used (see Eastman 1983, pp. 54-55 and p.
59. and. in particular, Cooper, 1989. pp. 99-118). That proposed by Fasold is
more recent and its influence is as yet unknown.
However, it is to be noted that the schema and their refinements have
very little in common with each other and in each there is overlapping of func-
tions and inappropriateness in definitions. Further, there is a certain vagueness
about the nature of a function. Thus, for UNESCO. Stewart and Ferguson, func-
tions are descriptive, these functions are actually being fulfilled by a language
as a consequence of either historical events or of policy decisions. Fasold turns
the argument around by saying that languages should have certain attributes
before they can fulfill certain functions. For him functions are part of language
status planning, i.e. decide upon the function, and language corpus planning,
i.e. design the language to suit the function. The resolution of this matter will be
taken up in detail in Subsection 3.1.1.
2.3.4 Language rights
Given the existence of linguistic communities, language linked identities
and the use of languages for specific functions in a polity, the question arises as
to whether these communities have any rights as communities in regard to the
functions for which their languages are being and could be used and to the
maintenance and development of language linked identities.
Conventionally, rights are regarded as residing, or being located, in in-
dividuals as individuals. Even though there may be difficulties in deciding upon
and defining the specific right and determining the extent to which an individ-
ual's right has been or is being violated, an individual can exercise rights or can
be denied the capacity to exercise a right.
Rights to culturo and language are acknowledged in several internat-
ional agreements, conventions and the like, and discrimination against in-
dividuals on the grounds of language difference is prohibited, e.g. the UNO
Intern ational Covenant on Civil and Political Riohts of 1966, the European Con-
vention for the Protection of Human Rights and Fundamental Freedoms of 1 950
and the African Charter on Human Rights and Peonies RinhtQ of 1981
. These
agree-ments do not suggest that groups and collectivities have rights, only that
individuals have them. Yet it would seem that a major consideration in
language planning should be the issue of the language rights of linguistic
communities.
Indeed, it is the case that some international agreements are more
oriented to the recognition of groups and group rights rather than of individuals
and individual rights. For example, Article 1 1 of the 1948 Convention on the
Prevention and Punishment of the Crime of Genocide refers to "a national, eth-
nical, racial or religious group", but, while prohibiting the extermination of the
individuals in the group does not prohibit the extermination of the culture, in-
cluding the language, of the group; the UNESCO Convention against Discrim-
ination in Education of 1960 states, in Article 5, that "it is essential to recognize
the right of members of national minorities to carry on their own educational
activities . .
.
[including] the use or the teaching of their own language", provided
that the state, in which the minority is found, allows it; and Article 1 of the UNO
Declaration of the Principles of International Cooperation of 1966 states that "(1)
Each culture has a dignity and value which must be respected and preserved;
[and] (2) every people has the right to develop its culture".
It should be noted that it is the states themselves that have, willingly or
reluctantly, agreed to and, in most cases, ratified these agreements. Hence, the
agreements are couched in terms either that do not encroach upon or that mini-
mize their impact on the sovereignty ot the stare.
Nevertheless, language rights, and the consequences of the exercise of
those rights, appear to have been little discussed by language planners, per-
haps because, as Sonntag and Pool point out (1987, p. 60), the issue is highly
controversial and to raise it may be counterproductive. Thus, the issue of the
rights of linguistic communities to use their languages for one or more functions
is usually disguised and some other issue stands as a proxy for it. Typical of
such proxies are the need to increase self esteem and pride in the members of
a linguistic minority, the educational and cognitive gains for linguistic minority
students through use of the LI in schooling, and the usefulness of a national
resource of foreign language speakers that arises through having linguistic min-
ority members fluent in their Lis.
However, language rights have been taken up directly by some lan-
guage planners. Thus. Kloss advanced the notion of tolerance-oriented and
promotion-oriented minority rights and Pool (1987, p. 1 1) has summarized that
work in a seven-value scale of language rights as follows:
(1) allowing linguistic minorities fundamental political rights (the least
prominority policy);
(2) allowing the use of minority languages;
(3) allowing minorities to organize institutions in which they use their
language;
(4) allowing minorities to organize private schools in which they cultivate
their language;
(5) allowing foreign states to intervene to help minorities carry out activities
(3) and (4);
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(6) silowing ststs institutions to use minority Isngusges when
communicating with minorities; [and]
(7) either (a) allowing minorities to organize public institutions of self-
government in which they use their languages or (b) using minority
languages in all state communications (the most prominority position)
Regarding the nonrecognition of language rights as discrimination
against a group, Williams (1981
,
p. ol) asked 'is there a general principle that
can guide us as to when we should try to overcome discrimination by concen-
trating on the rights of individuals and when we should try to overcome it by
concentrating on the rights of groups?". He suggests that occupation of a speci-
fic territory is the appropriate criterion. However, for Fishman, the underlying
principle is that a language is a component of a culture and that "cultural rights
must focus on the group" (Fishman, 1991
,
p. 70), not the individual. In contrast
to William's position, Fishman's criterion allows language rights to ethnies, not
just to nations and states.
2.3.5 Languages and political power
All the language phenomena being discussed here, i.e. linguistic com-
munities, language linked identities, language functions and language rights
and the concomitant access to or denial of resources not just for learning the
language but those accruing from having learnt the language, are closely con-
nected in two ways with the distribution of political power within a polity. First,
while it is possible to delineate languages and their varieties by linguistic cri-
teria it is usually the case that in a polity what is regarded as a language and
the varieties of a language are determined by nonlinguistic criteria, i.e. by poli-
tical acts by those with political power. Second, if it is decided that there is a
language, the extent to which language rights are recognized and functions
allowed and allocated to the language is also the consequence of political acts.
In regard to these matters four politically charged situations arise.
First, are those cases where different or related languages and their vari-
eties, as defined by linguists, are categorized as one language, with or without
dialects, by those with political power. The languages have functions in the pol-
ity but no high status functions are allocated to such languages and varieties. If
the political situation changed it is not improbable that one or more new lan-
guages would come into existence, but now with high status functions.
Second, are those cases in a dialect chain where, with a high level of
interintelligibility, two or more distinct languages are recognized, particularly,
but not exclusively, by those in power in at least one entity who feel the need to
dissociate themselves from the viewpoint of those who assert that there is only
one language involved. In each instance, a change in the political situation
might well result in the redesignation of the languages as one language and
lead to a change in functions.
Third and fourth, are the issues of linguistically but not politically recog-
nized varieties, such as sociolects and dialects, in monolingual entities and. in
bilingual and multilingual entities, the linguistically but not politically recognized
languages, including pidgins and creoles (see Section 3.1.2). A change in the
political situation could result in the varieties and the languages being recog-
nized politically and functions allocated to them.
Cooper and Tollefson are two language planners who place language
issues, including those related to the varieties of the one language, directly into
the political sphere. Cooper argues that political, economic, scientific and other
nonlinguistic considerations serve as the primary reasons for undertaking lan-
guage planning and sees language planning not as efforts to solve language
issues but rather as efforts to influence language behavior (Cooper, 1985, p.
35). Tollefson argues that, in regard to the languages used in a polity, "policies
are made by, and reflect the interests of, those who dominate the state policy-
making apparatus" (Tollefson, 1 991
,
p. 203). Clear examples of this are the
imposition of Russian on the people of the Russian Empire and the USSR. Am-
haric, French, ChiChewa and KiSwahili on the peoples of, respectively, Ethio-
pia, France, Malawi and Tanzania, and of English on the nonEnglish speaking
people of the USA in the Americanization campaigns of the 1920s and 1930s.
Nonetheless, it is quite often the case, though, that the realization of these in-
terests is constrained by pressures from outside the entity, i.e. the sovereignty of
the entity is not as absolute as it might appear to be.
Three consequences of political decisions about the functions to be
allocated to languages (and hence the attractiveness of the languages to users
or potential users of the language) can be identified: the status of the language
can be either maintained, increased or decreased.
Language maintenance occurs when the use of a language for specific
functions continues at the same level in a polity. The users of the language con-
tinue to derive from their use of the language the same benefits, e.g. personal
identity, membership of a linguistic community and employment opportunities,
at the same costs, e.g. taxes for providing resources to support learning and
using the language.
In contrast are those situations where political decisions change the
status of a language and language shift occurs. There are two types of lan-
guage shift. The first occurs when the status of a language is increased so that it
can now be used legitimately for functions for which (i) it was previously used
illegitimately or (ii) it was not previously used, thereby strengthening the lan-
guage linked identity of those who use the language. This results in an increase
in the use of the language, a process known as language spread (when the
numbers of speakers are considered) and language revival (when the functions
of the language are considered). The benefits from using the language increase
while the costs may stay the same, increase or decrease.
The second type of language shift occurs when the status of a language
is decreased, i.e. political decisions have been taken that result in a decrease in
functions for the language. The result is a decrease in the use of the language,
a process known as language contraction (when the numbers of speakers are
being considered) or language decay (when the functions of the language are
considered). Sometimes this process is so marked that it results in language
death. The benefits from using the language decrease while the costs may stay
the same, decrease or increase.
In all of this two points need to be emphasized. First, decisions about
language functions are invariably made on political, rather than, for example,
economic, sociocultural or educational grounds. Second, while the language is
the focus of, and for, political activity the underlying reasons for the activity are
concerned with the various benefits and costs to users and nonusers alike.
2.3.6 Maximality or optimality
Directly related to the political allocation of one or more functions to a
language is the matter, often overlooked, of the availability of resources to im-
plement what either might be or already has been agreed upon.
Three resource allocation options are available (see Early, 1989). The
first is the maximal option (see the seventh point by Pool in Subsection 2.3.4).
By this is meant that every person in the polity would be able to use his or her
language for the specific function or functions, irrespective of the size of the
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linguistic community, of the long term viability of the linguistic community, of the
ability of an individual to use another language for that function, of the level of
attachment of an individual to his or her language, the language linked identity
and the linguistic community, and of the resultant costs of, for example, trans-
lation, interpreting, and materials development and publishing. That is. the
maximal option states that every language would be able to be used for the
function. This is the position taken by Early (1989) in regard to the availability of
the Scriptures for NiVanuatu and by Guy (1989. p. 52) who suggests that the
underlying principle in the provision of language rights is to maintain parity
between them all and to not impose a single language on all the speakers of
the various languages.
In contrast is the optimal option. By this is meant that every person would
be able to use that language designated for the specific function. This option
would take into account the extent of bilingualism and multilingualism amongst
the population, the extent of literacy in one or more languages, the costs of
teaching everyone the target language, and the small size and unviable nature
of some of the linguistic communities. In addition, proponents of this option
would argue that the resources that are saved because they are not used to
enable the function to be effected through every language in the entity, would
be used so that everyone could meet the function in at least one language.
The third option is to compromise by allocating the function to a specific
number, which is less than the total number, of languages and to ensure that
everyone can use at least one of the designated languages for that function.
This is the position taken by Williams (1981) where, with occupation of territory
as the criterion, the language of that linguistic community should be used for all
functions in that territory.
2.4 Education and language status planning
The consequences for education of all the political activity associated
with language status planning are considerable in that the decisions that are
made result in specific languages being included in and excluded from educa-
tion programs. Inclusion in an education program raises the status of a lan-
guage and the functions which it fulfills while exclusion from education pro-
grams lowers the status of a language. The consequence is that the included
languages will be used more and the excluded languages used less in the
entity. The probability is that knowledge of the included languages will yield
more future benefits to the speaker of the language, specifically in terms of
increased life chances, e.g. in more satisfying careers and higher income, than
will knowledge of the excluded languages, which may be confined to life styles
and individual satisfaction and have little role to play in life chances.
Instances of the changes in the status of languages in education are
frequent and four examples - Moldovan, Maori, Somali and the many natiolects
and ethnilects in the USA - will now be briefly examined.
Moldovan (until recently known as Moldavian) is spoken mainly in the
Republics of Moldova, Ukraine and Romania. The territory, Moldova, has a long
history, being founded as a principality in 1359 and being closely linked to
Romania. Later it became part of the Ottoman Empire. In 1 81 2 the eastern part
of the principality was ceded by the Turks to Russia and was renamed Bess-
arabia. In January 1918 Bessarabia declared itself independent, but in April of
the same year it joined Romania. In 1924 a communist insurrection failed in the
former Bessarabia and in 1925 the USSR government set up the Autonomous
Moldavian Soviet Socialist Republic (AMSSR) in south west Ukraine, an area
that had never been part of Moldova or Bessarabia, though 32% of its inhabi-
tants were speakers of Moldovan (Deletant, 1990. p.1 99). In 1940. as part of the
Molotov-Ribbentrop pact, Bessarabia was excised from Romania, became part
of the USSR and was renamed Moldavian SSR. The AMSSR was then ab-
sorbed by the Ukrainian SSR and lost its identity as a territorial unit. Over the
next fifty years Moldavian SSR was tied in closely with the USSR and links with
Romania were curtailed. In the 1980s and 1990s. with glasnost, there was a
national revival. In spite of wide spread protests, demonstrations, strikes and
riots by Russians (13% of the population of Moldavian SSR), Ukrainians
(13.8%) and Gagauz (3.5%), all of whom declared their own independence
from the Moldavian SSR, on 27th August 1991 Moldavia SSR seceded from the
USSR and became the independent Republic of Moldova.
In the USSR particular attention was paid to language planning and con-
sequently Soviet writers have claimed that "the USSR has accumulated excep-
tionally rich experience in solving the problems of national languages" and that
"the national question has been solved, as are the language problems of the
multinational state" (publisher's note in Isayev, 1977). Moldova is one area
where these problems are supposed to have been solved.
Isayev, a Soviet language planner, claims (1977, p. 77) that ever since
1812 Moldovan has been absorbing an ever increasing Slavic, i.e. Russian,
content, specifically in its vocabulary, and that this evolution had gone so far as
to make Moldovan and Romanian two separate languages and, by 1940, two
separate nations. In contrast, Fane (1993, p. 133) states that, though there was
a detectable Bessarabian accent, in 1940 there were virtually no differences
between the Romanian spoken in what are today’s Romania and Moldova.
In mid 1988 the language issue became public again with two newly
formed opposition groups calling for Moldovan to be the official language of the
Moldavian SSR, the reintroduction of the Roman script, and the official recog-
nition of the unity of Moldovan and Romanian. In November 1988 the Commun-
ist party of Moldavia stated that Russian would stay as the official language,
even though Moldovan had close links to Romania it was a different language,
and to change over to Roman script would be prohibitively expensive. However
a Parliamentary Commission supported the three demands of the two opposi-
tion groups. In January 1989 the Presidium of the Moldavian Supreme Soviet
passed a resolution requiring a new language law for Moldavian SSR. A draft
law was published, incorporating the demands of the two opposition groups.
NonMoldovans went on strike, formed various activist organizations, and held
demonstrations, seeking to have Russian as a co-equal official language. Mol-
dovans demonstrated in favor of the draft law. On August 1 3 1 989 the Moldav-
ian SSR parliament passed a law making Moldovan the official language of the
republic, authorizing the sole use of the Roman script for it, and declaring Mol-
dovan and Romanian the one language. They compromised to the extent of
making Russian the language of international communication in the Republic of
Moldova (Fane, 1993, 136).
When the USSR took over Bessarabia in 1940 some 1.000 Russian
teachers were immediately sent to the schools of the Moldavian SSR to start
teaching Russian to the Moldovans (Deletant, 1990, p. 195). Though Moldovan
continued to be used in primary education Russian was increasingly used at all
levels. By 1984/85 some 20% of the secondary school teachers were teachers
of Russian language and literature compared with 12% who taught the lan-
guage and literature of all "native languages" in the republic (Deletant, 1990, p.
205). Further, almost all higher education was in Russian.
As a result of the Russianizing language policy throughout the republic
and particularly through the schools there has been considerable language
shift. Thus, the 1 989 census revealed that 4.3% of the Moldovan nation con-
sidered Russian their mother tongue, 53.3 percent indicated that they spoke it
as a L2 and 42.3% indicated that they did not speak it at all. This latter figure is
declining. In the censuses of 1970 and 1979 the percentage of Moldovans in-
dicating that they did not speak Russian was 63% ana 50.6% respectively. The
new language policies may change the role of the schools in regard to the lan-
guages and bring about considerable changes in favor of Moldovan over the
next few years.
In New Zealand the indigenous population form the Maori nation speak-
ing one language, Maori, with minor dialectal variation. In the period from 1814
to the 1860s mission schools were opened everywhere; these taught in Maori
with English as a subject though a few taught in English with Maori as a subject.
After the land wars in the 1860s the government took control of Maori
education through the Native Schools Act of 1867. This set up, under the Native
Department, a national, centralized system of Maori primary schools in rural
areas. The Ml was English, and education was assimilationist in orientation, i.e.
Maoris were to become English speaking New Zealanders. In 1879 the 57
Maori primary schools, many of which also had Pakeha (i.e. European) stud-
ents, were transferred to the Department of Education. Individual schools could
transfer themselves to the control of one of the Boards of Education, which con-
trolled all primary schools (many of which had Maori students) not under the
Department of Education, if they could demonstrate that their students all were
fluent in English. At the end of primary schooling students took the Primary
School Leaving Certificate (PSLC). Some students in Maori schools gained the
PSLC (though mostly they were gained by the Pakeha students attending them)
(Barrington, 1991, p. 315), while the bulk went to students from Board schools
(though some Maoris in these schools also gained the certificate).
Steps were taken to help Maori students. Thus. Maori was commonly
used in the early years of primary schooling, bilingual texts were frequently
used, and from 1880s onwards government scholarships were available to
Maori students to attend church run Maori secondary schools. From the 1930s
English medium, vocationally oriented, Maori District High Schools for Grades 9
to 11 were established in rural areas.
In 1969 all Maori primary schools were placed under control of Boards
and all district high schools and secondary schools (Grades 9 to 1 1 and Grades
9 to 1 3) became self managing, though they received the bulk of their funds
from the central government. The general situation at that time was that schools
in high Maori population areas were predominantly Maori in enrollment and
Maori in character. Further, Maori was studied in many secondary schools as a
subject and Maori was and had been available as a subject at some teachers
colleges and universities from the late 1950s.
In the 1970s Maori activism increased, resulting in several changes in
the use of Maori. For example, Maori and English were declared joint official
languages in 1988, and committees were set up to investigate and adjudicate
on Maori land claims. During the 1980s bilingual English-Maori primary schools
were established in several parts of New Zealand. At the same time many
Kohanga Reo (language nests or nurseries) were established by parents, in
which Maori personnel, including parents, conducted preschool education
entirely in Maori. By the start of the 1990s several hundred Kohanga Reo were
operating. In another development, a new structure started to appear in primary
and secondary schools from the late 1980s. This was the Whanau (or family)
taking the form of a school for Maori students within a school for all students.
The third example is Somalia. At independence there was one language,
at that point functioning only as a natiolect, two education systems (a British
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based, English medium one in the north and an Italian based. Italian medium
one in the center and south) and several competing scripts for Somali (the
Roman, Arabic and three indigenous scripts). For the first decade of indepen-
dence no decision was able to be made about resolving the issue. Then on
21st October 1972 the Supreme Revolutionary Council declared that "the
Somali language will be adopted, starting from today, as the only official lan-
guage of the country (quoted in Bamgbose, 1 991
,
p. 32), i.e. it would be the
statilect while continuing its role as the natiolect, and the Ml in primary schools
(Bamgbose, 1 991
,
p. 114). The Roman script was adopted as the orthography
for the language, the new script was widely distributed immediately, and civil
servants and army personnel were required to learn the new script within three
months and then be examined on it. The changeover in the schools was put into
effect immediately and the Somali Language Commission, which already pro-
duced school material, now produced for the primary schools textbooks, read-
ers and other material in Somali, with the new script. Within a few years Somali
was being used as the Ml until the end of Grade 1 1
.
In the USA bilingual education in various forms was quite common in the
nineteenth and early years of the twentieth centuries, with programs in up to
thirty languages in public and parochial schools at various times (Andersson
and Boyer, 1970). In some places it was extremely popular, e.g. it is reported
that 73% of the students in St Louis public schools in 1873 were in German-
English bilingual education programs (Ruis, 1988). Such programs flourished
until World War I when, with increasing xenophobia, the German-English
programs were shut down, most of the other programs closed, laws prohibiting
the use of languages other than English in the schools and in other domains
were passed and Americanization policies, that included the learning and use
of only English, began.
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These policies lasted until about 1935 but their effect on education per-
sisted for it was not until the early 1960s. with English-Spamsh programs being
established in Laredo and Dade County schools, that bilingual education
started again. In the next few years, with the widespread concern for civil rights
and clear evidence that many students from subordinate racial and linguistic
nations and ethnies were not doing as well at school as those from the domin-
ant ethnies, pressure built up for a new approach to their education. This led to
the Civil Rights Act of 1964 and the Elementary and Secondary Education Act of
1965, the latter authorizing federal government intervention in the schools. In
1 968 Title VII of the latter act, known generally as the Bilingual Education Act.
came into force.
This act authorized federal government funding for education programs
for limited English ability students of poor families. No specific type of program
was envisaged but the many programs that were established took the form of
transitional bilingual education. In these the students' Lis were used in the
early years of schooling to help them continue their cognitive development
while, with the assistance of the LI
,
English was learnt. Students then moved
into monolingual programs with English as the Ml.
In 1974 the Bilingual Education Act was remandated. The target popu-
lation was redefined and the act was now specifically aimed at helping "limited
English speaking" students to acquire English language proficiency. The pro-
grams were clearly transitional as instruction was designed to enable them,
while using their Lis, to achieve competence in the English language, though
according to Casanova (1992) maintenance bilingual education programs were
not prohibited. In addition, funds were set aside to conduct research into the
effectiveness of the programs. In the same year the USA Supreme Court, in the
Lau versus Nichols case, decided that the state must devise programs to ensure
46
equality of educational opportunity for students from nonEnglish speaking back-
grounds. A year later the Office of Civil Rights issued a set of guidelines, known
as the Lau remedies, indicating how the states could implement the Lau versus
Nichols decision.
By 1978 there was increasing hostility to use of languages other than
English in the schools (Casanova, 1992) and widespread debate about the
Bilingual Education Act. However, the act was remandated, but now for students
of "limited English proficiency". Students with difficulty in reading and writing
English were also included. The funds for school programs were reduced while
funds for research were increased.
By 1 984, twenty two states had bilingual education laws, all of them for
transitional bilingual education programs. In that year the Bilingual Education
Act was remandated, but four changes were made. First, grants were made to
school districts to strengthen their own capacity to treat limited English profi-
ciency students. Second, state authorities had to participate in evaluations of
the programs. Third, priority for receipt of funds was given to students whose
usual language was not English, i.e. students who were already bilingual in
English and another language, but not proficient in English, were excluded.
Fourth, ten percent of the funds were allocated to experimental programs.
These funds were to be used for alternative approaches to helping children
learn English, and could be used for totally English medium programs, i.e. the
submersion programs of earlier times, but perhaps better run.
Casanova (1992) indicates that the stage has been reached where pro-
ponents of bilingual education can no longer talk of maintenance bilingual edu-
cation as an aim, have to take care in talking even about transitional bilingual
education and have to talk predominantly about "immersion" in English with
minimal LI support in the programs.
This development has been brought about in pert by the increasing
strength from the mid 1970s of the "English only movement". The founder of this
movement, Senator Hayakawa, has proposed constitutional amendments
which would enshrine English as the official language of the USA so as to pre-
vent the alleged linguistic fragmentation of the USA. Further, other languages
would ndt be able to be used in any federal or state government business, and
the Bilingual Education Act would be repealed. Funds could be made available
to linguistic minority students to help them learn English in the schools but the
Lis could not be used in that process. In contrast, the proponents of bilingual
education believe that for the students in them the programs increase educa-
tional opportunity, enhance the students' self esteem, create better articulation
between home and school, and develop and enhance skills in both English and
whatever is the other language.
These four examples demonstrate several points about language status
planning and language status planning and education. First, they show the
clear relationship between the status of a language in an entity and political
power, e.g. Maori, American ethnilects and Moldovan having a low status.
Second, they show how variable this can be. e.g. with the decline in the use of
Maori, Moldovan and the American ethnilects over many years and the more
recent increase in the use of the languages and the increase in their statuses.
Third, there is a clear relationship between changes in the functions for which a
language is used and political power, e.g. with increasing power Maori and the
American ethnilects are now used for a variety of functions and. through the
schools, students are prepared for those functions. Fourth, there is a clear trend:
if a certain function is sought for a language then community mobilization and
political activism must be successfully pursued before such functions can be
gained. Fifth, as all the examples show, legislation or regulations are needed to
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ensure that the new functions are actually realized. Sixth, it is clear from the
American example that this activism must continue if the gain is not to be lost.
Seventh, it is clear that people from the various nations and ethnies have a
strong attachment to their languages and to their language linked identities and
wish to see these supported through education.
2.5 Language corpus planning
Language corpus planning focuses on two sets of issues. The first focus
is on the constituents of the language about which it has been decided there is
an issue, the second on determining how a language will be portrayed in a writ-
ten form.
2.5.1 Planning aspects of a language
Each language has its own corpus, e.g. its phones (sounds), phonemes
(meaningful sounds), morphemes (minimal meaning units), words, rules for
putting words into sentences, registers, domains, discourse and texts, which
has evolved through time. Language corpus planning takes an aspect of the
corpus and tries to get the inclusion of both certain parts and new parts and the
exclusion of certain parts of that aspect from the corpus. The aim is to make the
language better in some way.
The fullest framework is that advanced by Nahir (1984, p. 318) where he
itemizes eleven goals for language planning. Three of these goals (language
revival, language spread and language maintenance) are not regarded here as
language corpus issues but rather as language status issues and were dealt
with in Subsection 2.3.5. The remainder, while presented by Nahir as goals, are
considered here as aspects of a language that can be planned. These, with a
brief description of the focus of each, are:
(1 ) language purification: keeping the language, e.g. the phonemes, syntax
and lexis, free from the influence of (a) other languages (see Gallagher
(1975) on the campaign to remove Arabic and Persian words from Turk-
ish) and (b) native speakers of the language who wish to see it changed
in various ways, (see Annamalai (1979) on the Pure Tamil Movement):
(2) language reform or renovation (Cooper, 1989): changing specific
aspects of the language, e.g. phonemes, spelling, lexis, and grammar,
usually with the aim of making the language or aspects of the language
simpler to use, e.g. the 1947 reforms of Dutch spelling;
(3) language standardization: taking several varieties of a language or
several ways of portraying the one variety with the view of developing
one form for the language that is accepted and used by everyone as the
standard form of the language or language variety, e.g. the standardiza-
tion of Norwegian (Haugen, 1966c and 1970);
(4) lexical modernization: creating new words or adapting existing words for
any language, thereby enriching its lexis, so as to ensure that the lan-
guage is able to meet new demands on it, e.g. see Boulanger (1986) on
the development of the appropriate French language terminology for
Quebec legislative and other official texts;
(5) terminology unification: establishing in a language a unified set of terms,
definitions and meanings for specific domains, such as the various sci-
ences, technical and professional fields, air traffic control and, for inter-
ship and shore-to-shore speech communications in international ship-
ping, SEASPEAK (Strevens and Weeks, 1985);
(6) stylistic simplification: simplifying language usage in lexicon, grammar
and style, as in, for example, "plain English" movements, in order to
reduce communication problems between interlocutors, e.g. between
professionals and members of the public:
(7) convergence of cognate languages and lingua francas: bringing cognate
languages and varieties in iingua francas closer together, e.g. in lexis,
spelling and grammar, as with Netherlands Dutch and Belgian Flemish
and Indonesian and Malaysian Bahasa; and
(8) auxiliary-code standardization: standardizing or modifying the marginal,
auxiliary aspects of a language, such as sign language, place names
and rules of transliteration and transcription, either to reduce ambiguity
and thus improve communication or to meet changing social, political, or
other needs or aspirations.
A ninth language corpus aspect can be added to the list and this is decid-
ing what are the features of a language and what are the conventions for group-
ing the features, e.g. phones into phonemes, phonemes into morphemes, mor-
phemes into words, words into sentences and sentences into the various forms
of discourse, such as conversation, praise song, epic, ballad, novel, essay,
poem, play, court drama, negotiation and film. Overarching all these concerns
are prosody and meaning or semantics.
2.5.2 Planning scripts for languages
The second focus, i.e. how to represent a language in a script, has long
engaged the attention of many language corpus planners. Two approaches
have emerged. First has been graphization, i.e. the development of a script for a
language that has no script, a not unproblematic task (Berry, 1970). Second has
been what Cooper (1989:154) has referred to as regraphization. This can be
viewed as having three closely related strands. First is the development of a
common script over an area with many dialects that already have scripts that
vary from each other, e.g. developing a common Modern Roman script for all
the Creoles in Trinidad and Tobago (Winer, 1990). Second, and closely related,
is the focus on changing an existing script so as to better represent the lan-
guage, e.g. Taiwan s proposal to change from the Gwoyeu Romatzyh system to
the Mandarin Phonetic Symbols II system of representing Mandarin in Modern
Roman script (Jordan, 1985). Third, is the focus on the difficulties that arise
when changing from one script to another, as with the many changes in scripts
for the minority languages in the USSR in the 1920s and 1930s (Isayev, 1977,
pp. 236-271) and, again, in the late 1980s and 1990s.
2.6 Education and language corpus planning
All of education is concerned with the language corpus and the use of
language in education can be considered the result of language-in-education
corpus planning, though education’s concerns currently go beyond those of the
language corpus planners.
The curriculum, specifically its content, is the focus of language-in-educa-
tion corpus planning. This content is contested at all levels and for all aspects of
schooling, often mostly within the education system itself, and the outcome of
such contest is that certain language aspects are included in and other aspects
are excluded from the curriculum. The result is that in regard to any one lan-
guage in the curriculum students learn, for example, specific domains and sets
of domains (in the form of subjects and sets of subjects), registers and lexis in
the dialect (or sometimes dialects) of the language. Additionally, students do not
learn through their schooling those aspects of the same language that were
excluded from the curriculum.
Sometimes the specific aspects of the language that are the concerns of
the language corpus planners (see Subsection 2.5.1) are of concern to educa-
tion. For example, schools would be expected to ensure that the purified lan-
guage was being used, that the new words for new technologies that a lan-
guage board had devised for the language would be used as appropriate in
education, and that the standardized dialect was used (if this is the policy).
However, in such instances the education system is usually implementing
decisions made by others.
In many instances the script for a language is a concern for education.
For example, with the introduction of bilingual education to Indians in the Ama-
zonian part of Peru and Aborigines in the Northern Territory of Australia scripts
had to be developed for the various languages. In China, students progress
from oral skills to learning the pinyin script, the simplified script and, finally, the
complex script (Tucker, 1 991
,
p. 68). And for Moldovans the script has changed
many times in the last fifty years: Roman script up to 1924, Cyrillic script in the
Autonomous Moldavian Soviet Socialist Republic (AMSSR) and Roman script
in the Bessarabian part of Romania up to 1933. Roman script for all Moldovans
until 1938, Cyrillic script again in the AMSSR and Roman script in the Bess-
arabian part of Romania up to 1 941
,
Cyrillic script for all Moldovans until 1 989.
and then a change back to Roman script for those in Moldova.
2.7 Language acquisition planning
Language acquisition planning has not been theoretically developed
except recently, in a preliminary way, by Cooper (1989, pp. 157-163). Cooper
views this subset of language planning as organized efforts to help people
learn the target language(s) (Cooper, 1989, p. 157). In the framework (Figure
2.1) that he calls "an accounting scheme for the study of language planning"
(Cooper, 1989, p. 97), he asks eight questions: (1) what actors (2) attempt to
influence what behaviors (3) of which people (4) for what ends (5) under what
conditions (6) by what means (7) through what decision making process (8) with
what effect?
The eight questions belong to language status planning but all have
language acquisition facets. Thus, the first question includes teachers, the mass
media and parents as actors. The second question relates to the allocation of
functions to languages, but a consequence of the language having a function is
that it will be expected that learners will acquire skills in the language to the
appropriate level. The third question asks who is to acquire the ability to use the
language for the proposed functions, i.e. it asks who is the target population.
Further, it asks what opportunities will be made available to learn the language,
what incentives will be available to the target population to either learn or not
learn the target language.
With the fourth question, Cooper states that there are three acquisition
goals (Cooper, 1989, p, 159): (a) the acquisition of a language as either a L2 or
a foreign language, (b) the reacquisition of the language that was once spoken
widely by the population, i.e. language revival, and (c) language maintenance
amongst adults and others so that the next generation has the opportunity to
acquire the language. In addition, in the process of acquiring the target lan-
guage there are also nonlinguistic goals.
The fifth relates to the conditions under which the language will be learnt,
e.g. the amount of time available for learning and the structure of the learning
experience.
Accounting scheme for the study of lanmmne planning
1 .
2 .
3.
4.
5.
6 .
7.
8 .
Figure
What actors (e.g. formal elites, influentials, counterelites, non-elite policyimplementers) K y
attempt to influence what behaviors
A. structural (linguistic) properties of planned behavior (e qhomogeneity, similarity)
B. purposes/functions for which planned behavior is to be used
C. desired level of adoption (awareness, evaluation, proficiency
usage)
of which people
A. type of target (e.g. individuals versus organizations, primary
versus intermediary)
B. opportunity of target to learn planned behavior
C. incentives of target to learn/use planned behavior
D. incentives of target to reject planned behavior
for what ends
A. overt (language-related behaviors)
B. latent (non-language related behaviors, the satisfaction of
interests)
under what conditions
A. situational (events, transient conditions)
B. structural
1 political
2. economic
3. social/demographic/ecological
C. cultural
1
. regime norms
2. cultural norms
3. socialization of authorities
by what means (e.g. authority, force, promotion, persuasion)
through what decision making process (decision rule)
A. formulation of problem/goal
B. formulation of means
with what effect?
2.1 Cooper's Accounting scheme for the study of language planning
(Source: Cooper, 1989, p. 98)
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In response to the sixth question, Cooper identifies three means to assist
the acquisition of a language (Cooper, 1989. p. 159). First, are those means
designed to create or improve the opportunity to acquire the language. These
can be direct, e.g. the provision of teachers, facilities and materials (including
literature, newspapers and the use of the mass media), or indirect (including
means of shaping the mother tongue so as to facilitate the learning of the target
language). Second, and here there is overlap with the third question, are those
means designed to create or improve the incentive to learn the target language
(e.g. making the target language a compulsory CS, language promotional
activities, and opportunities to use the language in employment) or to not learn
(e.g. incentives to learn desired languages but none for undesired languages).
Third, are those means that combine both the opportunities and the incentives.
The eighth question relates to measures to assess and evaluate the
effect of a program on those who entered it.
Cooper's scheme has value in that it attempts to integrate several
aspects of language planning and. more particularly, shows that decisions to
allocate functions to languages must be followed up by actions that help people
to acquire those languages to the appropriate skill levels. However, the scheme
is inadequate at the least because it does not include an individual's LI as a
goal of language acquisition planning.
2.8 Education and language acquisition planning
Linking education and the specific field, language acquisition planning,
is not very fruitful as apart from Cooper's framework nothing appears to be
directly available. However, bearing in mind the questions asked by Cooper
and turning to language planning itself, a variety of pointers become available
that would assist in the appreciation of the probable concerns of language-in-
education acquisition planning These will be discussed under two broad head-
ings: (a) language learning and (b) resources to support language learning.
2.8.1 Language learning
Three broad patterns characterize language learning; these are the
monolingual, simultaneous bilingual and sequential bilingual approaches.
In the monolingual approach a child makes in the first few months reflex-
ive noises, e.g. crying, from about three to six months coos and laughs and
then, at about six months, moves on to the vocal play stage, where a variety of
language like sounds are produced. This is followed by the babbling stage, i.e.
the production of repeated sound sequences, and the melodic utterances stage,
during which there is a closer and closer relationship between the sounds pro-
duced and the language the child is being exposed to. Cross-cultural studies
show it is at this stage that the sounds that children in different language en-
vironments are producing are related to the languages that they are exposed to
(Crystal, 1 987, p. 237). This stage is followed by the production of words, then
two word utterances and then more complex utterances.
Four points about the language learning of monolinguals should be
noted. First, it is clear that children understand much more of the language than
they can produce. Second, research shows that in natural speech a child aged
eighteen months can utter just on 4,000 "words" in three and a half hours and
an eleven year old child has an active vocabulary of over 5,000 different words
(reported in Crystal, 1987, p. 240). Third, a child does not learn all the sounds of
his or her language until he or she is four to five years old, Fourth, a child enter-
ing school aged five will have had more than 4,000 language learning hours by
the time he or she has reached the one word utterance stage and at least
16,000 learning hours after the one word utterance stage.
Children who learn two languages simultaneously from birth follow the
same growth sequence as do monolinguals, except that at the melodic utter-
ances stage the sounds they produce are those of the two languages rather
than of the one. When the children start talking, i.e. the one word utterance
stage, the words they use are drawn indiscriminately from both languages and
even some of the words may be language mixed. By the time they are produc-
ing more complex utterances their grammar, too, is mixed. Simultaneous bilin-
guals gradually sort out the two languages after a few years and are able to
match the right phonemes, morphemes, words and grammar with the appropri-
ate languages. However in most instances the two languages continue to inter-
act with each, usually in minor ways, over the lifetime of the individual.
For sequential bilinguals, i.e. those who have learnt one language to
some extent before they start seriously learning a second (or third) language,
the situation is somewhat different. What is of interest is when should that L2
start to be learnt. Evidence on this has in the main been ambivalent but in the
last twenty years a clearer picture has emerged. Thus, Skutnabb-Kangas and
Toukama (1976), in their study on immigrant Finnish children in Sweden, found
two things. First, that if the children started learning the L2 before the age of
about ten and then did not continue learning and developing in the LI, in later
years, the individuals were "semilinguals", i.e. they could speak neither lan-
guage very well. Second, that if the children started learning the L2 after about
ten years of age then they remained reasonably fluent in their LI and became
reasonably fluent in their L2. They also found that if the parents and family
strongly supported learning the LI then the children usually developed fluency
in the LI . However, it was also the case that many children did not respond
favorably to parental pressure and instead concentrated on learning the L2. In
these cases the Li was not maintained but, if they had started learning the L2
before about ten years of age the L2 did not develop very well.
This general picture, i.e. that the LI should be well developed before
serious attempts to learn the L2 are made, is supported by others, in particular
Cummins (1979, p. 23), who states that "the level of competence that a bilingual
child attains is partially a function of the type of competence the child has
developed in LI at the time when intensive exposure to L2 begins". There is. "a
common underlying proficiency or interdependence that facilitates transfer of
academic or conceptual knowledge across languages" (Cummins, 1992, p.
180)
However, it is clear from the work with immersion programs in Canada
and elsewhere that the age when the L2 is introduced to the child can, under
ideal circumstances, be brought forward. Thus, in the immersion programs in
Canada the following are the operating conditions: (1) all the children in the one
grade and classroom are monolingual English speaking children from middle
class homes whose parents strongly support the pro-gram and who are helped
at home by their parents to learn English, (2) the teacher is fluent in both
English, the children's' LI, and French, the target language, (3) the children talk
to the teacher and each other in whichever language suites them, which is
English at the start of the program but which by about the second or third year of
the program is usually French, (4) the teacher only uses French in his or her
interaction with the children: and (5) the social and political context is strongly
supportive of English-French bilingualism.
The word bilingualism has been used as if it has a clear meaning. Yet
this is not the case for it is, like many other important words, a portmanteau
word. It subsumes a range of fluencies from the few words and phrases of the
tourist, to the knowledge of a translator at a book publishers, to the skills of a
simultaneous interpreter at an international gathering. These and many others
can all be called bilinguals. The reality is that there is a bilingualism continuum
extending from the many who know a little of a L2. through the many who are
competent in a one or more domains of two languages to the very few people
who become equilinguals, ambilmguals or balanced bilinguals, all terms mean-
ing absolute fluency in all domains and registers in two languages.
Most people who are bilingual fall into the second group. It must be noted
here that native speakers of a language mostly only have fluency over part of
their own LI . That is, they know several domains but do not know many other
domains of their own language. Bilinguals are in a similar situation: they will be
fluent in some domains, limited in some others and unable to hold a conversa-
tion in yet others. It is usually the case, though, that the domains in the one lan-
guage do not match those in the other language. That is, they can be fluent in
one domain in one language but be unable to function in the same domain in
the L2.
Associated with becoming fluent in one or more languages is the matter
of becoming literate in one or more languages. It seems that, depending on
circumstances, most monolingual children become literate in their LI from
about five to nine years of age. It seems that children who are simultaneous
bilinguals become biliterate at about the same age as do the monolinguals. The
question arises as to when children who will become bilingual sequentially
should become literate in their L2. It would seem that there is considerable
agreement that these children should become literate in their LI before they
become literate in their L2.
Consideration of bilingualism and biliteracy raises the matter of bicultur-
alism. As an individual learns his or her LI and becomes literate in it he or she
IS also learning the attendant culture This is unavoidable because a language
is not just a component of the culture but is also the major means of expressing
the culture. As the language is learnt so are the major aspects of the culture,
e.g. its value systems. Thus, if a natiolect, an ethnilect or a statilect is being
learnt then the culture of the nation, ethnie or state is also being learnt. Further,
a language linked identity is also being developed (see Subsection 3.1.3). The
extent of the culture learning and identity development is directly related to the
extent of the language learning.
Situations can arise where individuals wish to change is some way their
current cultural situation, usually through learning a higher status language and
its attendant culture. Thus, Nthawakunderwa writes of an aspect of schooling in
Zaire:
"Recently in Zaire, there has been an upsurge of interest [in the schools]
in learning French, to the extent that the question has now arisen
whether one is still dealing with a simple case of 'Francophonie' or,
rather, one of 'Francophrenie'. This in effect means that the members of
the indigenous culture become fascinated or obsessed by the desire of
assimilating to the ideas and values of the foreign culture (including the
language)" (1985, p. 120).
Consideration of individual bilingualism, biliteracy and biculturalism
leads to five interrelated educational matters: where are the languages to be
learnt, what language or languages or parts of a language or languages are to
be learnt, to what extent will they be learnt, who is to do the learning, and what
resources are need to bring about the desired levels of learning? In general
terms these can be construed as the aims of language learning and their
realization.
In regard to where a language will be learnt this is part of a language
status planning decision. For Lis there are two options by the time a child
reaches school age. First, the language can continue being learnt, but now at
school, either as an Ml or as a CS. This means that whoever is in control
accepts that the language should feature in the curriculum in some way. Alter-
natively, the LI can be excluded from the school. Here there are three options
Learning the language can continue only in the home and in the community
where it is spoken, or, if allowed, in either a special language school that oper-
ates after normal schooling or in a full time private school where the language
can be included in approved ways by the proprietors of that school. (This matter
is taken up in greater detail in Subsection 4.8.2). A point to bear in mind here is
that individual bilingualism is not just a consequence of schooling. It should be
noted, though, that in fact most people become bilingual in sociocultural con-
texts divorced from schooling.
In regard to the languages to be learnt in school this too is usually a lan-
guage status planning decision. In some entities only one language is allowed
in the schools, in others one language is allowed as the Ml but one or more
other languages can be learnt as CSs, while in others three or more languages
can feature in the curriculum in various ways. A common pattern is to have one
language as the Ml and another language as a CS. Thus, in many countries
students must study with the statilect as the Ml but, either compulsorily or vol-
untarily, will be able to choose which L2 to learn through it being a CS.
In many countries, though, different sections of the population have both
the same and different languages to study. For example, in Malaysia the situa-
tion from the mid 1970s has been as follows (Solomon, 1988). First, students
who speak Malay as their LI go to Malay medium primary schools with English
as a compulsory CS in each grade. Second, students who speak Tamil as their
LI attend Tamil medium primary schools with both English and Malay as com-
pulsory CSs in each grade. Third, students who speak Chinese as their LI
attend Chinese medium primary schools with both English and Malay as com-
pulsory CSs in each grade. Fourth, all students from the Chinese and Tamil
medium schools have to attend a special one year school for intensive study of
Malay. Fifth, all secondary schooling is in Malay with English as compulsory CS
for all students and Tamil and Chinese as optional CSs.
However, when the cultural learning that is taking place at the same time
as the language is being learnt is taken into account, the situation is more com-
plex. Thus Malay students learn their own natiolect (Malay), their own national
culture through Malay, the statilect (Malay), and the state culture through Malay
being the Ml in both primary and secondary schools. In contrast, Chinese and
Tamil students learn their own ethnilects (Chinese and Tamil, respectively) and
their ethnic cultures through the ethnilects being Mis in the primary school and.
if they take them, CSs in secondary school, and the statilect (Malay) and the
state culture through Malay being a compulsory subject in the primary schools,
the one year intensive course and the Ml in secondary school. All students learn
English, which can be considered here as a LWC, through it being a compul-
sory CS. However, this leads to learning something of English culture and, if the
courses are or become domain specific, then something of the culture associ-
ated with that domain is also learnt.
The issue of learning domain specific language and culture arises, too, in
parallel bilingual education programs. Thus, if in such programs the same sub-
jects or domains are taught in the same language over the period of the pro-
gram, e.g. six years, then the language and culture that are learnt become
domain bound. For example, if all of the social science subjects are taught in
one language and all the science subjects in a different language then the
learner will learn the language and the culture of the social sciences domains in
one language and the language and culture of the sciences in another Ian-
guage. Moreover, he or she will not be able to discuss the social sciences in the
language in which the sciences were learnt, and vice versa. It must be pointed
out that the domain bound nature of much language learning, specifically of
second and subsequent languages, is a natural outcome of language learning.
However, it needs to be considered when developing aims for language learn-
ing, i.e. which domains are students to learn in one language and which in a
different language.
The last aspect to consider in this section is that of the target population,
i.e. who is to learn the languages that it has been decided will be in the school
curriculum. In many cases it is straightforward: a specific language is the Ml and
the target population, all students, will study that language. But it is not just that
simple as the case of the Bilingual Education Act shows. Here (see Section
2.4), there have been subtle shifts in the de jure target population. Initially the
target population was limited English ability children of poor families (1968);
then it became "limited English speaking" students (1974); then students of
"limited English proficiency", but including those with difficulty in reading and
writing English (1978); and finally students whose usual language was not
English, i.e. students who were already bilingual in English and another lan-
guage, but not proficient in English, were excluded (1984). In other cases, dif-
ferent categories of learners can be identified vis-a-vis the languages. A case in
point is the recently announced policy of the Government of Queensland (Bal-
dauf, 1993) wherein all students in all Queensland's schools will study one of
Chinese, French, German, Indonesian or Japanese from Grades 1 to 9 inclusive
for at least one and a half hours per week. In addition, it is expected that at least
25% of the enrollment in Grades 9 to 1 3 will study one of the target languages,
though there is no indication of how the 25% will be selected.
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2.8.2 Resources to support language iearnmg
For language learning to the desired levels to be effective the appropri-
ate resources must be available at the right time in the right quantities. Several
language planners, e.g. Dua (1985), recognize that the resources and their
availability are central to effective language planning.
Studies focusing on the problem of resource requirements and availabil-
ity are not common. However, Comhairle na Gaeilge details the resources
needed to implement the Irish language policy (1974b), McNab (1989) details
the resources needed for aspects of education in Ethiopia (books, primers and
supplementary readers) (1989, pp. 104-123), teacher training (1989. pp. 124-
141) and educational support services (1989, pp. 142-162), and Oladejo (1993)
comments on resource difficulties in Nigerian education. It seems that it is
assumed that once a policy has been decided upon then it will be implemented,
the resources will be to hand to facilitate and promote the learning and the lan-
guage will be learnt. However, the resource situation must be considered care-
fully as an essential component of all language planning.
Six categories of resources are discussed in this section: (1) language
learning time, (2) school and institutional personnel, (3) system level personnel,
(4) materials, (5) language learning incentives and (6) facilities and equipment.
2.8.2. 1 Language learning time
The most important resource in regard to learning a language is probably
that of time, specifically language learning time. In schools this is essentially the
amount of curriculum allocated time for the language or languages that the
students are to gain, or to have strengthened, language linked identities, to
learn orally, to become literate in and to learn the attendant culture or cultures
In a monolingual education system one hundred percent of the time is
devoted to the specific language. It is used as the Ml for all subjects and. as part
of the curriculum, there is usually one or more timetabled time slots that might
be called, for example, language arts, spelling, writing, reading, comprehen-
sion, written expression, story, and L (the name of the language). Thus, on the
one hand all the various domains selected for learning have curriculum time
allocated to them and, on the other hand, the language itself, through those
subjects specifically designed to learn the language, has curriculum time
allocated to it.
The introduction of a L2, as a CS at whatsoever grade, for the students to
learn, reduces the amount of time available for learning the language that is the
Ml. The LCS time can be of any length and can extend over all or any part of the
Grades 1 to 13 schooling sequence.
Bilingual education can also be instituted in schools. There is consider-
able confusion as to the meaning of "bilingual education", with, for example,
programs with La as the Ml and Lb as a CS and the Canadian immersion pro-
grams both frequently being referred to as bilingual education. What is happen-
ing is that either the language skills of the students or the outcome, bilingual
students, are being confused with the school program.
More accurately, following Hamers and Blanc's 1989 definition, bilingual
education is "any system of school education in which, at a given moment in
time and for a varying amount of time, simultaneously or consecutively, in-
struction is planned and given in at least two languages" (1989, p. 189). This
means that at some point two languages are used as Mis for the purposes of
learning domains, other than the languages themselves, e.g. history, chemistry
and arts and crafts. For example, Davis (1981) states that in the primary school
bilingual education program in Peru, in Grade 1 eighty percent of the time was
scheduled for arithmetic, language arts and writing in the natiolect and twenty
percent for language arts in Spanish and that by Grade 5 the proportion had
changed to twenty percent for the natiolect and eighty percent for Spanish.
Grade 6 would be entirely in Spanish. From this it follows that a student may
while passing through the one school be in a bilingual education program for
some of his or her schooling and in a monolingual program, with or without a
LCS, for the remainder of schooling.
There have been several attempts to develop typologies of bilingual
schooling. At the simplest is Lambert's two part schema in which programs are
either additive or subtractive. Additive programs aim at enabling students to
keep the LI and acquire a L2, while subtractive programs aim to replace one
language with another. There are other typologies, e.g. Valencia's (1969)
scheme has nineteen patterns, Mackey (1970) has ninety patterns, Fishman
(1978) has four bilingual education patterns (transitional bilingual, monoliterate
bilingual, partial biliterate and full biliterate programs), while the National
Education Policy Investigation (1992, pp. 73-88) has six patterns. However,
what is required is a schema that includes monolingual schooling (including
immersion programs), monolingual schooling with a LCS. and the variety of
bilingual education programs that could be implemented. Such a schema is
proposed in Section 3.2.
2. 8. 2. 2 School and institutional personnel
The second resource important to language programs is school and
institutional personnel. Four categories of staff can be identified: (a) profes-
sional education staff, such as teachers, senior teachers, librarians and labor-
atory technicians, (2) ancillary or quasi professional staff, such as teachers'
aides, laboratory assistants and library assistants, (3) school executive staff,
who may have been professional education staff or who may be drawn from
other fields and (4) administrative staff, such as bursars, office workers and
secretaries.
The professional education staff have direct responsibilities for imple-
menting the curriculum. Teachers interact face-to-face with their students and
have the responsibility of ensuring that the education system's language linked
identity aims are realized in those students. Senior teachers have responsibili-
ties within the school for curriculum development and curriculum implementa-
tion and may also have face-to-face contact with students. Head teachers have
a joint administrative/teaching role. Other staff, such as librarians and
laboratory technicians, have direct input into student language learning.
The quasi professional staff assist the professional staff in various ways.
Sometimes their work is behind the scenes but at other times they are in face-
to-face contact with students. Their work, too, is directly concerned with curricu-
lum implementation.
The role of school executive staff, e.g. the head master/mistress, the
principal and the deputy principal, is concerned primarily with the management
of the implementation of the curriculum throughout the entire school or institu-
tion. They are not usually involved in teaching or in directly implementing the
curriculum in any way.
The administrative staff have no direct involvement in curriculum imple-
mentation, and have no face-to-face contact with students on curriculum mat-
ters. However, some administrative staff may well have indirect involvement in
and responsibilities for curriculum implementation. For example, they may have
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to type up, or enter inio a computer, materials prepared by professional educa-
tion staff, print materials, distribute materials, keep materials' inventories, and
the like.
Each education system will have its own way for calculating how many
school and institutional personnel are required. What is of interest, though, is
establishing for the education system as a whole, and for each school within it.
the levels of skills that the personnel need in specific languages in order to fur-
ther the language linked identity aims of the policy makers.
2. 8. 2. 3 System level personnel
An education system has a variety of educational tasks that are usually,
though not invariably, performed by system level professional personnel.
Amongst such tasks are curriculum development, curriculum advice, assess-
ment and examinations, interpreting, translation and inspection. Specialist staff
are recruited for such work and are supported by administrative staff.
The task of developing the curricula, e.g. the content, the processes and
the support material, such as teachers' guides, pupil texts, class readers, wall
charts, video tapes and assessment procedures, is complex and time consum-
ing. Development, undertaken by teachers and others, can and does take place
within each school. But more often than not the development of curricula and
the development of and recommendations about the attendant materials are
seen as a task either for a central unit in the education system or for the central
unit in conjunction with teachers in the schools. When curriculum development
is undertaken by an education system a variety of personnel, such as curricu-
lum developers, materials writers, editors and graphic artists, is needed.
The education system creates structures, usually in the form of advisory
services, to ensure thai (a) the curriculum and associated materials and (b) new
ideas about curriculum and materials are disseminated to and known by the
appropriate teachers, school executive staff and others and are used as they
were meant to be used. This is done through the employment of curriculum
advisory staff.
An integral part of the curriculum is the assessment of student learning,
through a variety of techniques, including examinations. This can be effected
either within a class, grade or school with, for example, teacher assessment and
the use of both commercial material and material produced by the education
system itself for school purposes, solely through assessment procedures and
examinations instituted by the education system, or through a combination of
both school and system level instruments and techniques. Further, such siaff
need to advise school staff about developing their own procedures and on the
use of commercially produced examination and assessment instruments.
The education that students receive is provided through the education
system by the education authorities. Accountability for the expenditure of funds
on curriculum and curriculum related activities, for carrying out the relevant
professional activities and for the provision of appropriate facilities, is usually
required by those providing the funds, though the specific basis of such
accountability will vary from system to system and will be determined by the
education authorities.
Curriculum and curriculum related material in head, regional and district
offices and schools may need to be translated from one language to another.
Typical of such material are curriculum, teaching guides, regulations and rules
about assessment and examinations, curriculum circulars to schools, curriculum
newsletters, articles for and from magazines and journals, and material of a
technical nature for administrative and professional staff. Further, where skills in
specific languages are needed at the education system level to help people
who do not speak a common language in curriculum and curriculum related
activities, but are not available in the school and amongst the professional and
administrative staff in the education system and between staff in the system and
persons outside the system, then, system level interpreters are needed.
The question for an education system is what language skills are needed
by the system level personnel. The curricula and its components, along with all
the material that is developed, has to be in the appropriate languages and be
culture fair. Advice has to be given to teachers in a language that they know. To
be equitable inspection needs to be undertaken in languages that those being
inspected know. This means that all those involved in this specialist work need
to know the languages in which they have to work.
2. 8. 2. 4 Materials
Material resources are needed to effectively support the schools in the
realization of school and system curriculum aims concerned with learning
languages and fostering students' language linked identities. Students and all
those working in the system require various types of materials to support their
activities.
More specifically, different categories of materials can be identified.
Student learning material, e.g. textbooks, supplementary material, cassettes,
computer software, and sets of class readers, is used by individual or groups of
students to assist effective learning. Teacher teaching material, e.g. teachers'
guides, films, models, wall charts, film strips, published and teacher made
curriculum schemes, and flashcards, helps teachers be effective teachers. Most
teacher materia! can be used by the teacher, other teachers in the same grade
and by teachers in adjoining grades. Library material, e.g. books, journals, mag-
azines, supplementary materials, cassettes and reference material, is mostly
grade specific. Other school and institutional personnel, such as librarians,
laboratory assistants and administrative staff, and system level personnel such
as curriculum developers, advisory staff, supervisory staff, translators and inter-
preters, also require materials to ensure that they can effectively carry out curri-
culum and curriculum related activities in the languages that are needed.
It should be noted that different approaches to language teaching, e.g.
the grammar-translation, functional-notional, audiolingual, communicative and
computer assisted learning approaches, have significantly different material
requirements. For example, some simply require a textbook, others require a
"package" (which can contain such things as textbooks, readers, wall charts and
cassettes), some require cassette players for each pupil on an individual basis
and some require the appropriate software and access to computers. Using a
language laboratory can be an approach in its own right or it can be used to
supplement other approaches. Planning decisions need to take into account the
various system approved approaches to language learning so as to not pre-
clude those that can be used.
2. 8. 2. 5 Language learning incentives
Another resource that needs to be considered is that of incentives for
language learning. Dua raises the question of what incentives and disincent-
ives should be introduced to assist the increase in the use of the language(s)
and what structures need to be introduced to do this (Dua, 1985, p.34). While it
is clear that many incentives and disincentives for learning specific languages
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exist in the entity at large, the question here is what incentives can the educa-
tion system direct at two categories of learners, namely students and staff.
For students, such incentives, can take the form of prizes, scholarships
and travel subsidies, and can be offered at a variety of levels, e.g. class grade
school, district, region and state. Further, they can be offered for each language
that features in the schools curriculum, including the subject for the language
that is the Ml (e.g. the subject English in an English medium program). The aim
is to encourage students either to learn the language or to learn the language
better.
Incentives can also be offered to staff to learn the languages that are
needed for curriculum and curriculum related activities. Typical of such incen-
tives are bonuses and salary loadings for skills in a specific language and
scholarships and subsidies for learning specific languages.
2. 8. 2. 6 Facilities and equipment
As well as the need for language specific materials there may be a need
for a language laboratory and there is the need for a variety of equipment, such
as video recorders and players, tape recorders and players and listening posts
and computers, to support language learning and teaching. Most schools will
have much of this equipment, which, initially, will have been allocated to the
school through an establishment grant, e.g. to a new school or to a school for a
new subject or course, on the basis of such factors as the size of the school, the
number of students learning languages as CSs, the number of teachers teach-
ing languages, and the learners' grades. Such equipment is used for both
language learning (of both the language that is the Ml and the languages that
are CSs) and learning in other subjects.
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2.9 The need for a language-in-education planning model
Over the last forty years the field of language planning has changed
considerably.
The language planners in the period from the late 1950s to the late
1970s were linguists and saw that changes in the languages themselves could
be planned, i.e. could be brought about by deliberate acts. It was in this context
that the field of language planning was developed and the term language cor-
pus planning was coined to reflect the focus on the language itself. Concurrent-
ly it was realized that while professional linguists could plan the language, i.e.
make suggestions and recommendations about changes to the language, they
were not the ones who would be able to bring about the changes in language
use that they thought were necessary. That is, it was recognized that to bring
about deliberate changes in language use influence and power was needed.
Hence attention began to be paid to the actions of governments and other
influential entities and the role they could play in bringing about changes in
language use. It was seen that the value attached to a language was important
in bringing about changes in use and, while much of the terminology used to
describe the various phases was still derived from language concerns, the term
language status planning came into use. Very recently, a interest has emerged
in the steps that need to be taken to bring about the desired change in lan-
guage use. This has been referred to as language acquisition planning.
Since the mid 1970s there has been a growing interest in applying lan-
guage planning to specific fields, one of which is education. Much material has
been produced linking language status, language corpus and. but not by the
name, language acquisition planning to education.
In regard to language status planning and education, there have been
two trends in the material. First, much ot the material has taken the form of
notional plans, outlining a case, more often than not based on the notions of
state building and access to the modern, scientific and technological world, for
having one or more specified languages used as the Mis in the schools and
other languages as CSs. Such material has often taken the form of advocacy.
Some material has been in the form of cases studies. Further, the notion of a
linguistic community has been developed, and the relationship between power
and language use has been examined, but closely related aspects, such as
language rights and education and language linked identities and education,
have been hardly touched upon.
Language corpus planning seems to have been linked to education in
one important way, the issue of scripts for the languages used in education. In
many instances the lack of a script has been overcome by the development of a
script for a language that is now used in school. When it comes to the various
aspects of the language and education, the interest seems to be very indirect,
with language corpus planning being interested in a specific set of corpus con-
cerns which are only tangential to the central concerns of education.
As indicated, the use of the term language acquisition planning is very
recent. However, in spite of that, language planners, and perhaps more impor-
tantly linguists, have clarified many points about the actual psycholinguistic and
sociolinguistic aspects of language acquisition, e.g. the age when students
should start seriously learning a L2 and the progress an individual makes when
learning a L2. However, while millions of people acquire languages in formal
educational settings little appears to be available, from a language planning
perspective, about the resources that are needed to acquire those languages
and the curriculum patterns that would bring about the desired changes in
language use.
Formal attempts to pull together the three subfields together and apply
them as a unified whole to education, as language-in-education planning, have
barely started. Yet it would seem that a language-in-education planning model,
that synthesized the concerns of language planning and education, could be
developed.
Language-in-education status planning would deal specifically with the
various processes associated with the political attempts to include or exclude
languages from the curriculum or to change the current way in which a lan-
guage features in the curriculum. Language-in-education corpus planning
would deal with the content of the curriculum, i.e. with those items amongst the
many that have been selected to be in the curriculum and those that have been
excluded from the curriculum. Language-in-education acquisition planning
would deal with all those matters concerning the appropriate time to develop
the four language skills (listening, speaking, reading and writing) in one or more
languages and the steps to take and the resources needed to develop the skills
to the desired levels. The three combined would be a language-in-education
planning model.
The next step in this study is to discuss in detail three issues that are
important in the proposed language-in-education planning model. This is done
in Chapter 3.
CHAPTER 3
THREE LANGUAGE-IN-EDUCATION
PLANNING ISSUES
In this chapter three language-in-education planning issues that were
commented on briefly in Chapter 2 are discussed in some detail. These are (1)
language linked identities, (2) curriculum patterns and language linked identity
aims and (3) teachers as a resource.
3.1 Language linked identities
Three matters are discussed in this section: (1) language functions, (2)
pidgins, creoles and education and (3) five language linked identities.
3.1.1 Language functions
The functions that languages serve in an entity have associated with
them language linked identities. The notion of a language function is further
explored in this section and the interrelationship between functions and lan-
guage linked identities is examined.
Reference has already been made (Subsection 2.3.3) to the notion of
functions of languages in a sociocultural entity. Three typologies were referred
to: those by UNESCO (1951), Stewart (1968) and Fasold (1985). The typolo-
gies are for various reasons unsatisfactory for this study. First, the typologies are
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inadequate in that no allowance is made for different levels of functions: for
example, mother tongue is one function and official language is another func-
tion, but what happens when a mother tongue is an official language? Second,
types of languages are mixed with function, e.g. in Stewart's typology a pidgin
language has the same status as an official language. Third, the typologies
have overlapping categories, e.g. mother tongue and indigenous and vernacu-
lar languages. Fourth, the typologies are descriptive, that is, they tell us what is
the current situation in regard to various languages, but fail to take into account
the possibility that the allocation of a status to a language which doesn’t have
the attributes that are considered essential to that status will lead to the devel-
opment of those attributes in the language. In effect they deny the possibility of
language planning. Fifth, the typologies include the mother tongue as a func-
tion. This confuses the learning by each individual of a specific language as his
or her LI (i.e. the mother tongue) with the societal functions of a language: the
mother language is not one such function. Sixth, in the typologies the functions
are just listed: ten functions in the UNESCO model, ten in Stewart's 1968 model
and eight in Fasold's 1984 model. Across the typologies many of the specified
functions are similar even though they have the same or different names and
some with the same names actually have different functions.
In constructing a new typology about language functions in sociocultural
entities two attributes seem to be essential in determining the nature of a func-
tion. First is the focus of the function. A distinction needs to be made between
those functions that, in a specific sociocultural entity, are comprehensive in
focus and those which are restricted in focus. By comprehensive in focus is
meant that the language is used for all domains by the members of the socio-
cultural entity which has the language while by restricted in focus is meant that
less than all the domains is served by the language in the sociocultural entity. It
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should be noted that it is not the case that everyone in the entity will know fully
every domain in the language Rather, the language fulfills all the functions
through the totality of the speakers of the language.
The second attribute is the range of the language function and here a
distinction can be made between those instances in which the function of a
language is to facilitate communication within a linguistic community and those
instances in which the function of a language is to facilitate communication be-
tween linguistic communities.
The first category consists of those functions that are comprehensive in
focus for communication between members of a specific linguistic community
(see Table 3.1). Languages which serve national and statal functions (see
Subsection 3.1 .3 for a detailed discussion of these two terms) are in this com-
prehensive intracommunal category. Through these functions the members of
each statal and national linguistic community are able, for example, to interact
with each other in all domains (e.g. the political, economic, familial, scientific,
religious, leisure and educational), to exclude (if it is so wished) by linguistic
means those not of the linguistic community from the community's activities, and
to develop a language linked identity (nationicity and staticity, respectively) of
which the specific language is a central part.
The second category, restricted intracommunal functions, consists of
functions that are restricted in focus for members of a specific linguistic com-
munity (see Table 3.1 ), i.e. in the community the language does not cover the
totality of domains that could be served by a language. The functions in this
category are essentially subcultural functions, e.g. national (in those instances
when the nation is a substatal entity), ethnic, gender, religious, generational,
occupational and regional functions, in each of which the specific language
serves to identify the subculture, to indicate membership of the subculture, to
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Table 3.1 Language functions by categories
RANGE FOCUS
COMPREHENSIVE RESTRICTED
INTRACOMMUNAL,
i.e. within a linguistic
community
national 1
statal
(specific subcultures)
national 2
ethnic
gender
religious
generational
occupational
regional
other
INTERCOMMUNAL,
i.e. between linguistic
communities
(lingua francas)
international
intrastatal
regional
world wide
(specific domains)
government
business
local trade
religious
literary
scientific
occupational
media
other
KEY 1 = in those instances where the nation constitutes the state
2 = in those instances where the nation is a substatal entity
provide a basis for interaction and communality within the subculture and to
exclude others from the subculture. The extent to which languages serve these
subcultural functions varies from subculture to subculture. The functions in the
category can be located on a continuum that extends from, at one end, to almost
but not quite fulfilling a comprehensive intracommunal function for the subcul-
ture to, at the other end, the language being restricted for the subculture to only
one domain (and hence being similar to the fourth category).
The third category consists of those functions that are comprehensive in
range for communication between members of different linguistic communities
(see Table 3.1 ). Four functions can be identified. These are; (1 ) an international
lingua franca, i.e. one used between members of at least two adjoining nations;
(2) an intrastatal lingua franca, i.e. one used on a more extensive scale than the
international lingua franca by the members of different nations within the one
state for communicating with each other throughout the state; (3) a regional
interstatal lingua franca, i.e. a language used by the members of different states
in a particular region for communicating with each other; and (4) a world wide
lingua franca or a language of wider communication (LWC), i.e. a language
used by individuals throughout the world for communicating with each other.
The fourth category consists of those functions that are restricted in range
for communication between members of different linguistic communities (see
Table 3.1). Typically, a member of one linguistic community learns a specific
part of a L2, a domain, with the intent of interacting in some way within that
domain with individuals elsewhere who also know that domain. These functions
can be viewed as domain specific and include, for example, governmental,
business, local trade, religious, literary, scientific, and occupational functions.
Through learning more and more of a language, individuals can change
the focus that the language serves for them. This is particularly the case with the
fourth and third categories. That is, as an individual learns a specific domain in
a L2 it will often be the case that other domains within the target language are
also learnt, thus enabling the individual to interact, using the L2, in an increas-
ingly more comprehensive way. Thus, there is a continuum from the restricted
function of a specific domain to the comprehensive function of a lingua franca,
with some individuals fluent in a specific domain, some fluent in the lingua
franca, and many, fluent in two or more domains, situated between the two ends
of the continuum but gradually moving from the restricted to the comprehensive
focus.
Four further points should be noted about language functions. First, one
language can serve different functions, e.g. La may serve the statal, regional,
regional interstatal and literary functions. Second, diglossia may exist in which
case two languages or varieties of the one language fulfill the various functions
in the entity. Third, in some situations more than one language occurs at the
same level. Thus, an individual may be in a situation where two languages
serve the statal function, and two or three languages serve the intrastatal and
regional interstatal lingua franca functions. Finally, the typology gives no indica-
tion as to how languages come to serve particular functions (see Subsection
2.3.5 for discussion on this point).
Comparing the UNESCO, Stewart and Fasold typologies with the
typology developed above five points can be noted (see Table 3.2). First, there
are four categories of functions, each with two or more specific functions, in the
new typology, whereas there are no categories in the older typologies. Second,
there are many more entries in the new typology than in the older typologies
and, it should be noted, there could be more. This is primarily because more
subcultures and domains are recognized than in the older typologies. Third,
several of the terms in the Stewart and Fasold typologies appear against two of
the functions in the new typology. In part this is because of a lack of explicitness
in the older typologies and in part because more functions are identified in the
new typology. Fourth, as some of the functions in the older typologies are not
defined clearly enough, their matching with functions in the new typology are
tentative and are marked with Fifth, some terms from the older typologies
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Table 3.2 Comparison of four language function typologies.
PROPOSED
TYPOLOGY
UNESCO
1951
STEWART
1968
FASOLD
1984
1. Comprehensive in tracommunal functions
1.1 national indigenous group group
1 .2 statal national official? nationalist
2. Restricted intracommunal functions
2.1 national indigenous? group group
2.2 ethnic group group?
2.3 gender
2.4 religious
2.5 generational
2.6 occupational
2.7 regional regional? provincial?
capital?
2.8 media
2.9 other
3. Comprehensive ini ercommunal functions
3.1 international pidgin? wider com-
munication
3.2 intrastatal lingua franca? wider com-
munication
wider com-
munication
3.3 regional interstatal reaional
3.4 world wide world
language
international? international
4. Restricted intercommunal functions
4.1 government official official? official
4.2 commerce
4.3 local trade
4.4 religious religious religious
4.5 literary literary
4.6 scientific
4.7 occupational
4.8 other
KEY ? = probable correspondence to entry in left hand column.
are not included in the new typology, namely the mother tongue. L2 and ver-
nacular functions (the latter defined as a type of mother tongue) in the UNESCO
typology and the educational and school subject functions in Stewart's and
Fasold s typologies. All are excluded as they are regarded as ways in which a
language is learnt, rather than as language functions.
As indicated, the functions that languages serve in an entity are the result
of either historical processes or of political decisions. Political decisions can be
made that, in relation to a specific language, do away with existing functions,
strengthen existing functions, or allocate new functions to a language. The
home, the linguistic communities within an entity and the schools are arenas in
which language functions in an entity can be developed, maintained and
changed. Policy decisions about which languages will be used as Mis and CSs
at the various levels of schooling have, when implemented, a major impact on
the functions that languages can fulfill in an entity.
3.1.2 Pidgins, creoles and education
In many situations the language issue is whether or not policy decisions
should be taken about allocating functions to the language. This is specifically
the case with pidgin languages (or pidgins) and creole languages (or creoles).
Hancock (1977) lists 127 pidgins and creoles, while Crystal (1987, pp. 338-339)
lists over a hundred, most of which currently exist, e.g. Juba Arabic, Bislama,
Chinook Jargon, Tok Pisin, Cameroon Pidgin, Fangalo and Lingoa Geral.
Pidgins and creoles have long been thought by linguists, politicians,
language planners, educators and others "to be inferior, haphazard, broken,
bastardized versions of older long established languages" (Todd, 1974, p. 1),
while "those who speak them have often been treated with disdain, even con-
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tempt" (Wardhaugh, 1986, p. 54). This attitude has gradually changed over the
last twenty years and today it is realized, amongst other things, that (a) pidgins
and creoles provide many insights into the ways languages evolve, (b) many of
the world s languages could have been pidgins and creoles in their earliest
stages and (c) pidgins and creoles occur all over the world and not just, as had
been thought previously, in European/colonial contact situations.
A pidgin arises in a language contact situation. The simplest case is
where speakers from one monolingual linguistic community wish to speak with
members of a second monolingual linguistic community. There are four distinct
ways for this to happen. The first two lead to the members of one community
remaining monolingual while those of the second become bilingual. The third
leads to all those in contact with each other becoming bilingual in the two
languages. In the fourth, the members of the two linguistic communities can
develop for intercommunal purposes a pidgin, which would be a mix of the two
languages, A and B (see Figure 3.1). Those in contact with each other become
bilingual in their Lis and the pidgin. The situation where three or more speech
communities interact with each other is more complicated, but the general
consequence is similar to the monolingual and bilingual patterns.
Some of the characteristics of the pidgin so developed are that the lan-
guage: has no native speakers; is full of syntactic irregularities; tends to follow a
consonant/vowel syllable pattern; does not have grammatical gender for
nouns; has little redundancy, i.e. syntactic inessentials are discarded; is re-
stricted to a small range of activities; and, in its earliest phase, exhibits random
variation from speaker to speaker and place to place. In addition, pidgins usu-
ally derive their syntax from one of the contact languages and their lexicon from
one or more of the contact languages.
85
Continued
development
of
language
x
LANGUAGE
A
i/>
(U
O)
TO3
cn
c
_ro\
_c>
o
<L>
(JN
to
c
'CO
~o
CL
<D
to
to
<D
<u
O
i_
Q.
CU
CD
ro
—
*
O)
c
TO
I
00
QC
to
<u
I-
I—
LU
Q-
<
u
ju
0)
to
re
u
t__
a>
§
o
>“
LU
86
FIGURE
3.1
:
From
pidgin
to
language
-
a
simplified
scheme
What often happens is that, while some people continue to use a specific
pidgin as an additional language, creolization takes place and the language
becomes the LI of at some people and a new linguistic community is formed.
Creoles emerge in one of two ways. First, are those situations where people
can no longer communicate in the Lis, e.g. with the dispersal throughout the
Caribbean of slaves from different language origins, and so develop a pidgin
which soon becomes a creole. Second, are those situations where the pidgin is
of such value that the children of the pidgin speakers learn the language as
their LI or as one of their Lis. Examples of creoles are: Bislama, Broken, Gullah
(or Sea Islands Creole), Haitian Creole, Krio, Naga Pidgin, Papiamentu and
Roper River Kriol. Many creoles are so labeled simply because their evolution
from a pidgin can be documented. If that history had not been known then the
creole would be regarded as a language of the same linguistic status as, say,
Arabic, English, Breton, ChiBemba, Malayalam, Pitjantjatjara and Quechua. In
fact, two languages known to have been pidgins and creoles have been
accepted as languages in their own right, namely Afrikaans and Yiddish, it
seems as if Black American English, now accepted as a dialect of American
English, was once a creole (Dreyfuss 1978), and Haitian Creole is gradually
being accepted as a language.
A creole, as a LI
,
serves the full range of linguistic needs of the members
of the speech community. "Linguistically speaking, it is a full-fledged language"
(Lehiste, 1988, p. 78) which, in common with other languages, has developed
its own varieties.
The distinction between pidgins and creoles, like those between closely
related languages and between dialects of the one language, are not as clear
cut as has been suggested above. In reality there is no clear distinction
between the pidgin, the creole and, it granted that status, the new language.
87
That is, when the speakers of two or more languages start interacting with each
other in such a way that pidginization occurs (see Figure 3.1 ) and if that process
continues through creolization to the establishment of a language, then there is
a continuum of language variation, and even varieties, from the pidgin to the
language. That is, at the minimum there will have been or will be a restricted
pidgin, an elaborated pidgin, a creole and a language, each in varying stages
of development. Further, as depidginization occurs, i.e. there is a declining
need and declining use of a pidgin, other varieties occur as the process pro-
ceeds to the point where the pidgin is no longer in use and its previous speak-
ers now only speak one of the original languages as it itself has evolved (see
Figure 3.1). This process increases the variation and varieties in the pidgin.
Similarly, with decreolization (see Figure 3.1). This process occurs when the
creole is being strongly influenced by speakers of one of the two or more
languages from which the creole evolved. It is in fact a moving away from the
creole to a higher status language, e.g. the move from Jamaican Creole to
Standard English, with what is referred to as a "post-creole continuum" (Todd,
1974, p. 52 and Wardhaugh, 1986, p. 78) extending from the creole to the
higher status language.
The functions of languages in an entity are either the result of general
historical factors or of decisions by those who have the power to change a
language's functions. Pidgins fulfill certain restricted intercommunal functions
between entities and are not usually the focus of political decisions. However,
creoles have the potential to fulfill all functions in an entity should historical
factors favor them or should decisions be taken in their favor in regard to one or
more functions.
Usually, education systems ignore creoles, not because of any well
thought out educational rationale but primarily because of the low status given
SS
to them. However, creoles are used in some education systems. For example, in
Curagao a fully funded government program was conducted in the early years
of primary schooling in the creole, Papiamentu (Craig 1977), Haitian Creole has
been used for many years in primary schooling in mission schools (Craig 1977),
and Tok Pisin was used extensively in Papua and New Guinea primary school-
ing up to the 1950s, less so in the 1950s and 1960s, but increasingly, now in
Papua New Guinea, throughout the 1970s (Wurm 1980), and 1980s. and is
used in the universities in that state (Crowley and Lynch, 1985). Roper River
Kriol has been used in primary schooling from 1975 (Sharpe 1985). Murtagh
(1982), in a study comparing students, in dual medium Kriol-English schools
and English medium schools, whose LI was Kriol, found that by the end of
Grade 3 those in the dual medium schools were more proficient in both Kriol
and English and were better able to differentiate between Kriol and English
than those in the English medium schools.
In short, both the linguistic evidence and some experiential evidence
show that creoles serve a variety of functions in various entities and that there
are no linguistic reasons against creoles serving the full range of a language's
functions in an entity. Further, creoles can be and are being successfully used
as Mis and LCSs and school are being and can be used to strengthen the
creoles so that they can fulfill all language functions.
3.1.3 Five language linked identities
As individuals acquire and use functions for the languages that they
speak they also develop identities linked to those languages and those func-
tions (see Subsection 2.3.2). In discussing some language linked identities a
variety of terms, based on four entities (nation, state, ethnie and region), has
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been used up to this point in this study. The full set of terminology associated
with the four entities is set out in Table 3.3. A fifth language linked identity is
discussed at the end of this subsection.
Table 3.3 Terminology about nations, states, ethnies and regions
ENTITY IDEOLOGY ADJECTIVE
LANGUAGE
LINKED
IDENTITY
LANGUAGE
nation nationism national nationicity natiolect
state statism statal staticity statilect
ethnie ethnism ethnic ethnicity ethnilect
region regionism regional regionicity regiolect
The matter of language linked identities raises the question of the rela-
tionship between language learning and culture learning. For monolingual
individuals learning only their LI in contexts where their LI is used for compre-
hensive intracommunal purposes and can be used for comprehensive inter-
communal purposes the issue is fairly clear: the individuals are monolingual
and monocultural, but can have several language linked identities based on the
one language. Among their many language linked identities could be either
nationicity or ethnicity and one or both of staticity and regionicity. Those whose
initial upbringing is bilingual, whose schooling is bilingual and whose bilin-
guality continues into adulthood, are most likely to be strongly bilingual and
bicultural and, amongst others, have at least two well defined language linked
identities, which may any two or more of nationicity, ethnicity, staticity and
regionicity. However, for individuals whose preschool years are in bilingual or
multilingual environments, but where the school does not support languages
other than the LI, and for individuals who learn languages additional to the LI
at school, the situation is more complex. The extent to which both the languages
an individual is likely to strongly develop at least one language linked identity
and may develop other language linked identities, the strength of which will
vary according to individual circumstances.
The five sets of terms as used in this study will now be dealt with in some
detail.
A nation is regarded as a named human population associated with an
historic territory (which usually does not have clear boundaries and which may
be contested by other nations), and common ancestry myths, historical memo-
ries and traditions, many of which link the origin of the nation to the territory and
which serve as a focus for present day national activities. A variety of terms is
used to refer to the nations of the world, e.g. the people of a specific state, tribes,
tribals, peoples, indigenous peoples, indigenous minorities, nations, minority
peoples, indigenous nations, and the people of a specific nation-state. Current-
ly, there are perhaps eight thousand nations, e.g. the Catalan, Corsican, Dan-
ish. Gururumba, Maori, Navaho, Pitjantjatjara, Somali. Tamil and Zulu nations,
that range in size from one or two members to approximately 800 million mem-
bers.
The members of a nation identify themselves as members of the nation
and have an identity that can be called national identity or nationicity. Nationism
refers to the ideology that supports the importance of nations in human affairs.
In almost all cases a nation has a language (or at least a dialect) that differs
from those of other nations and is a marker and symbol of the nationicity of the
nation’s members; this language is referred to here as the national language or
natiolect, rather than the "koinolect" or "demolect" suggested by Brann (1987. p
216). The natiolect serves either the comprehensive intracommunal national
function for those nations that control a state or ihe restricted intracommunal
national function where the nation is a subculture in a state.
In contrast a state is regarded as a named legal and political entity that is
recognized by other states as a state and can be admitted as an independent
state in its own right to an interstatai organization such as the United Nations
[States] Organization, has specific rights as a state over a legally delineated
and interstatally agreed upon territory that has arbitrary but. in almost all cases,
definite boundaries, and has specific powers and responsibilities (including the
granting of citizenship to its individual members) arising from being so desig-
nated. Currently, about two hundred states (often called nations), ranging in
size from China (with 1.3 billion people) to Nauru (with 8,000 people), are inter-
statally recognized.
The members of a state develop an identity with the state that can be
referred to as statal identity or staticity, while statism refers to the ideology that
supports the importance of states in human affairs. All states have at least one
language that is regarded as symbolizing the state and is part of the members'
staticity; this is referred to as the statal language or statilect, rather than "poli-
tolect" as suggested by (Brann (1987, p. 217). It should be noted that several
states may have the same language as their statilects. A statilect serves the
comprehensive intracommunal function in monolingual entities, but in multilin-
gual states it may serve either the comprehensive intercommunal intrastatal or
international functions or the restricted intercommunal government function.
The term ethnie, and the related term ethnic group, is used variously, e.g.
Nimmi (1991) and Horowitz (1985) use the term ethnic group to mean a nation
(as defined above), while Smith uses the term ethnie to mean a "pre-modern"
nation, i.e. an entity that has not yet become a state (Smith, 1 991
,
p. viii). In con-
trast, the term is frequently used. e.g. by Krausz (1971) and Novak (1978). to
refer to a category of people who have either entered a state as voluntary or
involuntary interstatal immigrants or who are the descendants of such immi-
grants. and who usually occupy a minority and subordinate position in the state
in which they form an ethnic group. In contrast again, Appel and Muysken state
that "a group is considered to be an ethnic group with a specific ethnic identity
when it is sufficiently distinct from other groups" (1987, p. 12). They decline to
specify the nature of the distinctness, but do say that "there exists no categori-
cal, necessary relation between language and ethnicity" (1987, p. 15).
In this study an ethnie (rather than ethnic group) is regarded as a named
human population, that is located within a state as a substatal entity, and whose
members are usually citizens of that state or in the process of becoming citi-
zens. The culture of an ethnie is descended from and hence linked to a national
culture elsewhere (or, in some cases, to another statal culture), and only meets
some of the needs of its members, the remainder being met by the statal culture
in which the ethnic culture is embedded.
The hundreds of thousands of ethnies that currently exist have been
formed initially through migration (either voluntary or involuntary) and continue
through both population increases in them and inmigration to them. Two types
of ethnies exist. First are those where the migration has been interstatal. i.e.
from one state, or some such similar entity, to another state or some such similar
entity. Examples of this type of ethnie are those (a) whose founding members
supplanted the indigenous nations and settled their lands, e.g. many of the
ethnies in the various settler states, such as, Argentina, Australia, Canada. New
Zealand and the United States of America, (b) formed as a consequence of
slavery, (c) formed by refugee movements and (d) formed from emigration due
to economic and other reasons. Second, are those formed as a consequence of
intrastatal migration (Agyeman and Matthews, 1986, and Laitan. 1993), i.e.
some members of a nation in a state move out of their national territory to an-
other part of the same state and set up an ethnie based on the culture of their
original nation.
The members of an ethnie have an identity with the ethnie that can be
referred to as ethnicity. This identity is a substatal identity, and thus while the
members of an ethnie can be referred to by the name of the ethnie. e.g. the
Italian ethnie, it is more appropriate to locate the ethnie. e.g. the Italian ethnie in
the USA can be referred to as the Italian-American ethnie. Ethnism refers to an
ideology that supports the centrality of ethnies to human affairs. In most cases
an ethnie has a language that differs from those of other ethnies in the same
state and is part of the ethnicity of the ethnie's members. This language is
referred to as the ethnic language or ethnilect, rather than the terms "ethnolect"
or "genolect" as suggested by Brann (1987, p. 216), and in almost all cases will
develop into a distinct variety of the original natioiect or statilect. An ethnilect
serves the restricted intracommunal ethnic function.
Four points must be noted about ethnies. First, in contrast to both a nation
and a state, an ethnie has no territory and hence, in contrast to a nation, cannot
secede from a state. Flowever, over time, it is possible that such a claim might
arise and be sustainable as one or more ethnies transform themselves into a
nation; this has probably happened, for example, in some small states in the
Caribbean. Second, language loss can be high and rapid in those ethnies that
are nor politically strong enough, in relation to other ethnies or nations in the
entity, to ensure that their languages serve specific functions. Hence, in most
long established ethnies there is usually a range of abilities in the ethnilect,
from those who speak it fluently to those who in effect have no knowledge of it.
Third, identity with an ethnie can range from strong to weak, with no relationship
between fluency in the ethnilect and strength of identity. Fourth, as an ethnie
becomes established, new traditions about the ethnie in the state or place in
which it is located replace or complement those linking the ethnie to the place of
origin.
The fourth concept that needs clarification is region. A region can be
regarded as a continuous part of the earth's surface, which may or may not
have a definite boundary, with the people living in the region having a specific
set of sociocultural attributes that set them apart from the people in other
regions. Potentially, there are thousands of such regions.
The members of a region develop an identity with the region that is
referred to as regionicity, while regiomsm refers to an ideology that supports the
importance of regions to human affairs. In some cases a region has a language
or a dialect that differs from those of the surrounding area and is part of the
regionicity of the region's members. This language is referred to as a regiolect
(Danesi, 1 985, p. 1 20), rather than "choralect" or "dialect" (Brann, 1 987, p. 21 6).
A regiolect serves a restricted intracommunal regional function.
Issues associated with nations, ethnies and regions, and their lan-
guages, together with language issues concerning the state itself as an entity,
are central to the affairs of most states.
Nations can be found within one state or spread across two or more
states, e.g. the Breton nation is found only in France, the Basotho nation in both
Lesotho and South Africa, and the Kazakh nation in Kazakhstan, Afghanistan,
Mongolia and China. Most states are multinational, e.g. France has at least
eleven nations (Giordan, 1984), China some sixty nations and Nigeria about
four hundred nations, and in these states an individual's nationicity is em-
bedded in his or her staticity. In the few mononational states, e.g. Iceland.
Somalia and Tonga, an individual's nationicity is the same as his or her staticity
and the natiolect is the same as the statilect.
Everywhere, nations without a staie (Foster, 1980) are active in seeking
either greater autonomy in their own affairs within existing states or for seces-
sion and independence as states in their own right, while those controlling the
states have policies and practices that support or are antagonistic towards the
continuation of the nations within their boundaries. Such activities are usually
relatively peaceful, as with Maori activism in New Zealand, but occasionally
they lead to violence and even civil war, as with the Ibo in Nigeria and the Kurds
in Iraq, Iran, Syria and Turkey. Sometimes such movements lead to secession
and new states, e.g. Bangladesh, Eritrea, Latvia and Slovenia.
All states contain ethnies. Here, too, there is conflict between, on the one
hand, those in the dominant nations or ethnies who wish to see the members of
the subordinate ethnies assimilated into the dominant nations or ethnies and.
on the other hand, those who favor the continuation, in some way, of ethnicity
and ethnilects. In connection with intrastatal migrants, where it might be ex-
pected that language shift would rapidly occur, Laitan points out that "sociolin-
guistic evidence reveals that [intrastatal] migrant communities throughout India
retain the languages of their area of origin", i.e. of their national territory, and
that in the urban areas where they settle the "people are tenacious in retaining
their language of origin" (1993, p. 58), even after the ethnie's members have
been living for generations in the one city (1993, p. 69).
The issue of regionism arises in two contexts - intrastatal regionalism and
interstatal regionalism. In many states regional issues are national issues with a
different label and hence are associated with the rights of the nations, while in
others the issues arise amongst those belonging to the various nations. Inter-
statal regionalism, where a state is part of a region, is sometimes associated
with language issues, e.g. the status of various languages for the European
Community and the status of Pidgin for the Melanesian states.
The state has language issues in relation to the state itself to contend
with. At issue is the task of state, rather than nation, building (Szporluk, 1 992, p.
101 ), i.e. of inventing and refining a history of and tradition for the state. Associ-
ated with this task, as already indicated, is the question of what intrastatal func-
tions, if any, should be allocated to natiolects, ethnilects and regiolects. Further,
and perhaps more importantly, is the issue of what language, if any, should be
the statilect, that language which minimally would symbolize statehood and the
staticity of the state's citizens and, in multilingual states, would serve the com-
prehensive intercommunal intrastatal or restricted intercommunal government
functions.
A fifth type of language has been referred to in the preceding chapters
and this is a LWC or, as Mackey (1992) has recently called it, a "link language".
Thus, languages such as English and French are often regarded as LWCs.
Brann uses the terms "cosmolect" and "ecumenolect", meaning used widely
throughout the world, for such languages (1987, p. 216), though this usage is
not accepted here and no "lect" term is used in this study for these languages.
However, it is accepted that when an individual learns such a language a
link is developed between the learner and the linguistic community that uses
this language. This identification, which can vary from being very weak to being
very strong, is seen as one of the user's many language linked identities. Again,
no general identity term is used in this study. However, an identity term can be
created, based on each language. Thus, in referring to an individual's identity
as a member of the community of anglophones (i.e. all those who speak Eng-
lish) the term anglophonicity is used, while that for francophones (i.e. all speak-
ers of French) is francophonicity. At its widest, learning a LWC serves the com-
prehensive intercommunal global interstatal function, but usually the LWC
serves one or more restricted intercommunal functions, such as the commerce,
literary and scientific functions.
The linking of function, language (including creoles) and identity, brought
about by the consequences of either historical evolution or past political
decision, is of central importance for language-in-education planning. This is
because future decisions about including and excluding various languages in
and from the curriculum are decisions about the future nature of the entity itself.
This has to be acknowledged and the possible ramifications of any decisions
about languages and the functions that they are to serve have to be carefully
delineated.
3.2 Curriculum patterns and language linked identity aims
Language-in-education planning decisions usually lead to changes in
the curriculum. As indicated in Subsection 2.8.2. 1 , time is one of the more
important resources and curriculum time, i.e. the time that something features in
the curriculum, is one of the more significant uses of this resource. Time in the
curriculum has to be allocated to language linked identity aims that are to be
realized through learning a language and its attendant culture at school. Time
in the curriculum can be allocated to a language in one of three ways: (a) as a
Ml and (b) as a CS and (c) as a mix of Ml and CS.
A LMI has more timetabled school hours allocated to it than a LCS. In a
monolingual system the one language is the Ml and one hundred percent of the
timetabled school hours is allocated to that one ianguage. Almost invariably,
though, a number of periods are devoted specifically to the language that is the
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Ml. These periods may be designated by the name of the language, or by such
as other names as language study, language arts, written expression, literature,
reading and comprehension. If there are only a few such periods, it is often
concluded that not enough time is being devoted to the language. However, a
contrary view is that of the language-across-the-curriculum theorists, such as
Corson (1989), Enright and McCloskey (1988) and Furniss and Green (1991).
This approach, accepted here, holds that all subjects in the curriculum, e.g.
social studies, nature study, physics, arithmetic and physical education alike,
are language learning subjects.
In contrast is the LCS. Here the language is a CS, along with the other
subjects, and has a certain amount of time allocated to it. This time may be the
same as, more than or less than that allocated to other CSs.
It should be noted that the one language can be a Ml at one time and a
CS at a different time in the curriculum, and that the languages can be organ-
ized in different ways for different categories of students.
The time allocated in the curriculum to each language will depend on the
aims for having the language in the curriculum. A scale, such as the following
one, can be used as a rough measure to relate aims to percentage of curricu-
lum time allocated to a language.
In general, the more the language linked identity is to be fostered through
schooling the higher the percentage of curriculum hours are given to the lan-
Aim Percentage of
curriculum time
0
1 to 10
11 to 35
36 to 65
66 to 90
91 to 100
to not foster
to foster to a minimal extent
to weakly foster
to foster to a moderate extent
to strongly foster
to foster very strongly
guage and the less the language linked identity is to be fostered the lower the
percentage of curriculum hours are given to the language. It should be noted,
though, that this is not always true as in some instances, rather than being
learnt for its own sake, the language is used as a prop while another language
is being learnt and, at some point, the use of the language stops.
Combining the language or languages being used at a specific time as
either LMIs or LCSs with the number of years over which a language is to ap-
pear in the curriculum leads to the consideration of the patterns for the featuring
of one or more languages in the curriculum (see Subsection 2.8.2. 1 for earlier
discussion on this point). In this study seven organizational patterns, based on
() the roles of the languages in the curriculum and (b) the time sequences
scheduled for the languages, are presented. Each pattern has several varia-
tions referred to as programs. The patterns are:
(1) monolingual pattern (four programs);
(2) pattern with one language as the Ml and another language as a CS (four
programs);
(3) sequential bilingual pattern (three programs);
(4) parallel bilingual pattern (six programs);
(5) pattern in which the language that is the Ml subsequently becomes a CS
and another language becomes the Ml (four programs);
() pattern in which a language that is a CS subsequently becomes the Ml
(three programs); and
(7)
pattern in which the Ml becomes a CS and a CS becomes the Ml (three
programs).
It should be noted that with the exception of the programs in the mono-
lingual pattern and two programs in the second pattern, the programs in each
pattern have subprograms, brought about by the addition of one or more lan-
guages as CSs to the program.
The basic features of each pattern, with La and Lb symbolizing any two
languages, will now be described. In the description and the accompanying
diagram, the following information is given: (a) the grades, limited here to
Grades 1 to 13, and, within that, to sequences for Grades 1 to 7 and Grades 8 to
13, (b) illustrative sequences for each language, (c) the approximate percent-
age of time per day for each language, and (d) the main language linked
identity aims.
(a) Monolingual pattern. In this pattern one language, La, is used as the Ml,
and occurs for one hundred percent of the timetabled school hours over the
entire period of schooling. There are no LCSs (see Figure 3.2). La may be the
LI of, or a second (or subsequent) language for, the students. The aim is to very
strongly foster the identity linked with La.
Four programs (Programs 1.1 to 1.4) with this pattern are described in
Appendix D.
Figure 3.2 Monolingual pattern
(b) Pattern with one LMI and a LCS. This pattern is similar to the mono-
lingual pattern in that it has one language, La, as the Ml, but it also has another
language, Lb, as a CS (see Figure 3.3). As with the monolingual pattern, La
may be the Li of, or the L2 or subsequent language for, the students. Lb can be
any other language. Languages additional to Lb can also be CSs. The aims are
to very strongly foster the identity linked to La and to foster to a minimal extent
the identities linked to Lb and any other LCSs.
Figure 3.3 Pattern with one LMI and another language as a CS
Four programs (Programs 2.1 to 2.4) with this pattern are described in
Appendix D.
(c) Sequential bilingual pattern. In this pattern two languages, La and Lb,
are used in sequence as Mis (see Figure 3.4). The changeover from the one to
the other can take place at any time in the thirteen years of schooling. La may
be the LI of, or the L2 or subsequent language for, the students. Lb can be any
other language. Languages additional to La and Lb can be CSs. The aim is to
foster to a moderate extent the identities linked to each of La and Lb to be foster
to a minimal extent the identities linked to any LCSs.
Figure 3.4 Sequential bilingual pattern
Three programs (Programs 3.1 to 3.3) with this pattern are described in
Appendix D.
(d) Parallel bilingual pattern. The characteristic of this pattern is that two
languages are used in parallel as Mis for all of schooling, though there may be
a phase in/phase out transitional period (see Figure 3.5). La and Lb are any
two languages. There may also be LCSs. In this pattern the aim is to foster to a
moderate extent the identities linked to La and Lb and to foster to a minimal
extent the identities linked to any LCSs.
Figure 3.5 Parallel bilingual pattern
Six programs (Programs 4.1 to 4.6) with this pattern are described in
Appendix D.
(e) Pattern in which the language that is the Ml subsequently becomes a CS
and another language becomes the Ml. In this pattern students start with La as
the Ml and then, either with a sharp break at a specific point in schooling (see
Figure 3.6) or with a phase in/phase out process over a specific time. Lb
becomes the Ml and La becomes a CS. La and Lb can be any languages. A
LCS can also occur. The aim is to foster to a moderate extent the identities
linked to La and Lb and to foster to a minimal extent the identities linked to any
LCSs.
Figure 3.6 Pattern in which the language that is the Ml subsequently
becomes a CS and another language becomes the Ml
Four programs (Programs 5.1 to 5.4) with this pattern are described in
Appendix D.
(f) Pattern in which a language that is a CS subsequently becomes the Ml.
This pattern is the reverse of the fifth pattern (see Figure 3.7). Thus, in the early
years of schooling La is the Ml and Lb is a CS. At a specific point, or with a
phase in/phase out sequence. La stops being the Ml and Lb stops being a CS
and becomes the Ml. La and Lb can be any languages. Another language can
be an additional CS. The aim with this pattern is to foster to a moderate extent
the identities linked to La and Lb and to foster to a minimal extent the identities
linked to any LCSs.
Figure 3.7 Pattern in which a language that is a CS subsequently becomes
the Ml
Three programs with this pattern are described in Appendix D (Programs
6.1 to 6.3).
(g) Pattern in which the language that is the Ml becomes a CS and the
language that is the CS becomes the Ml. This pattern combines the fifth and
sixth patterns (see Figure 3.8). Students start their schooling with La as the Ml
and Lb as a CS. At a specific point, or with a phase in/phase out sequence, the
two languages switch roles and La becomes a CS and Lb becomes the Ml.
Additional languages can occur as CSs. The aim with this pattern is to foster to
a moderate extent the identities linked with La and Lb and to foster to a minimal
extent the identities linked to any LCSs.
Three programs (Programs 7.1 to 7.3) with this pattern are described in
Appendix D.
Figure 3.8 Pattern in which the Ml becomes a CS and a CS becomes the Ml
In the above patterns (and in the programs and subprograms in
Appendix D) it will be noted that La and Lb have been allocated different
percentages of time and that the percentages appear to be the same for the
lower grades as for the later grades. However, Figures 3.2 to 3.8 are simply
illustrative, i.e. when there is a language as a curriculum subject the language
that is the Ml will take up most of the time and the LCS will take up the rest of the
time. The exact percentages of time for each level will be determined by the
education system.
It will have been noted too, that the same school outcome aims occur
several different times for the seven patterns. Thus, for Patterns 1 and 2 the
main aim is to strongly foster the identities linked to La (whatever language that
is), while in Patterns 3, 4, 5, 6 and 7 the main aim is to foster to a moderate
extent the identities linked to La and Lb. A subsidiary aim in Patterns 2 to 7 to
foster to a minimal extent the identities associated with the LCSs.
The distinction being made here, in regard to language linked identities,
between, for example, strongly fostering, fostering to a moderate extent and
fostering to a minimal extent relates directly to the amount of time allocated to
the languages in the curriculum. For the various patterns, and with other things
being equal, three results could be anticipated. First, the more time a student
spends in learning the language the stronger will the language linked identity
become. Consequently, the student will become more proficient in the language
and more enculturated in the attendant culture. Second, the less time a student
spends in learning the language the less will the language linked identity
develop. Consequently, the level of proficiency in the language will be low and
the extent of enculturation in the attendant culture will likewise be low. Third,
bilingual programs, which foster two language linked identities to a moderate
extent, will result in the development of two moderately developed lanauage
linked identities, moderate levels of proficiency in two languages, and moder-
ate levels of enculturation in the two cultures. To some extent the shorter time
spent with each language in these programs will be compensated for by the
complex and positive interplay of the two languages in the cognitive develop-
ment of a student (see Subsection 2.8.1).
When deciding upon the language linked identity aims which should be
fostered in the curriculum, and the extent that they should be fostered, options
should not be developed as if the school is the sole agent in promoting the
development of skills in those languages that have or are allocated functions in
the entity. Within an entity there are many agents that, with the languages being
used for specific functions, are promoting the various languages, e.g. the home,
a nation, an ethnic community, a scientific organization, a political organization,
the media, a business organization, the cultural institute of another state, a lan-
guage institute and the government itself. When options are being developed
and decisions taken about the languages to be included in the curriculum the
roles of these other agents in promoting various language functions should be
taken into account, if possible as partners in the decision making.
For the language-m-education planner, the seven curriculum patterns
and, more importantly the programs and subprograms that arise from each
pattern, can assist their activities in two ways. First, the patterns, programs and
subprograms give a curriculum shape to the language linked identity aims that
are the focus of policy making. Second, the patterns alert the planner to the
proportions of the total quantities that need to be language specific, though it is
only when the patterns are applied to a specific education system (or even a
part of a system), and La, Lb and so on become actual languages to be learnt
by students, who already speak at least their Lis and who live in specific lin-
guistic communities, that resource requirements are clarified. Third, the planner
should be aware of the language promotion activities within the entity and try to
integrate them with those of schools so as to at the least avoid unnecessary
duplication.
3.3 Teachers as a resource
Another resource of importance to language programs in schools are the
various categories of school and system level personnel. Their importance was
touched upon in Section 2. 8.2.2 and, while all personnel other than teachers
will be dealt with in Subsections 4. 8. 3. 2 and 4. 8. 3. 3, teachers as a resource are
discussed in some detail in this Subsection. This is simply because not only are
they the actual implementers of any policy but they also take up the major part
(from 75 to 90%) of the budgets of all education systems.
The first matter to consider is the number of teachers required to staff the
schools and various institutions which are part of an education system. There
are various ways of calculating the gross numbers required to adequately staff a
system's schools, and it is customary to have different formulas for the different
levels of schooling, i.e. primary schools, junior secondary schools and senior
secondary schools will usually be staffed according to different formulas. In
some instances the formula might be as gross as, for example, one teacher for
every x students or x teachers for each class. In others account will be taken of a
variety of factors additional to the numbers of students and classes, e.g. the
socioeconomic situation of the school and its students, the gender of the stud-
ents, and the racial and ethnic composition of the students. Integral to the above
considerations is the amount of time that a teacher will spend teaching. It is. for
example, usually the case that the number of hours taught by a primary school
teacher is the same as the number of hours that the school is open, while
secondary school teachers teach fewer hours than those that the school is
open.
The second matter is the language or languages that the teachers are
required to know. Given that all teachers are language teachers their language
abilities must be related to the context in which they teach. Two language teach-
ing contexts exist. These are (a) a language is the medium of instruction and (b)
a language is a curriculum subject. However, the required language abilities of
the teachers need not necessarily be the same for each situation as two other
factors must also be considered: the students' existing ability in the target lan-
guage and the aims of the program. Eight situations exist (see Table 3.4).
The following four points are pertinent. First, it is desirable in those in-
stances where the students' LI is either the Ml or a CS that the teacher is fluent
in that language: in effect the target language should also be the teacher's LI.
This is because in such circumstances both the major aim and the subsidiary
aim are to foster, but to varying extents, the language linked identity of the stud-
ents, and this can be best affected by a teacher of the same language back-
Table 3.4 Language teaching contexts and teachers’ and students’
languages
Language The teacher's language
teaching context LI L2
LMI Students' LI Students' LI
Students' L2 Students' L2
LCS Students' Li Students' LI
Students' L2 Students' L2
ground. Second, in those situations where the students’ L2 is either the Ml or a
CS it is desirable that the teacher is fluent in the target language, i.e. it is also
his or her LI. This is because the teacher's language is the model for the
development of the students' L2 and the realization of the new language linked
identity. This is important particularly in regard to the LMI as the aim is for stud-
ents to develop to a significant extent a new identity. Third, are those instances
where the students' LI is either the Ml or a CS, but for the teacher this language
is his or her L2. This is a difficult situation for many, if not most, teachers as
usually the students will be more fluent, and have a better understanding of
what is appropriate, in the language and know the attendant culture better than
the teacher. That is, there can be a mismatch between the teacher's skills and
the demands made upon the teacher, with the consequence that the develop-
ment of the students’ skills and identity is hampered to some extent. The fourth
point relates to those situations where the target language is both the teacher's
L2 and the students' L2. This situation, particularly where the language is the
Ml, can be most difficult as it is likely that the teacher will be able to develop
neither the language linked identity appropriately nor the required fluency in the
language. Summarized, it can be stated that (a) when the students' LI is the
target language then the teacher must be a native speaker of LI, (b) when the
target language is a L2 for the students, particularly in those instances when it is
the Ml, the teachers should also be native speakers of that language and (3)
when the target language is a CS that is the students' L2 the teacher need not
be a native speaker of the language. The situation becomes more complex
when the program is a bilingual one with two LMIs, but the same three prin-
ciples should apply.
Teachers qualifications are the third matter to consider when appointing
teachers for language programs. Thus, it would be expected that a teacher
would be appropriately qualified for the level that he or she is to teach, e.g. a
primary school teacher would have primary school teaching qualifications,
while a secondary school teacher would have the appropriate qualifications,
linked to one or more teaching subjects.
Fourth, there is another and just as important sense in which the qualifi-
cations of a teacher should be considered. This is whether the teacher is ade-
quately prepared to teach the specific students that he or she has. Here, the
focus is on what pedagogy the teacher was trained in. A match between teach-
ing situation and pedagogy should be aimed for. Thus, a teacher teaching the
students their own language in their own language should be trained in LI
pedagogy, a teacher who is teaching students their L2 should be trained in L2
pedagogy, and a teacher teaching students a language that in practice is
almost exclusively used by the teacher and the students in the classroom
should be trained in foreign language pedagogy.
Once the number of teachers by required languages has been deter-
mined the fifth matter concerns the actual number of persons who need to be
employed. By this is meant that the estimate of the number of teachers needed
is in reality an estimate of the number of EFT teachers that is needed. For
example, if the need is for sixiy EFT teachers who can speak La the actual
number of persons employea does not have to be sixty. The number could be
sixty but it could be a number higher than sixty. If sixty teachers are employed it
means that each teacher is a full time teacher. However, it may be the case that
the 60 EFT teachers is met by thirty full time teachers and 60 half time teachers,
or even 120 half time teachers. The matter is quite important, especially in the
case of smaller schools where the teachers need to speak two or more lan-
guages and there may not be enough bilingual or trilingual teachers to staff the
schools. For example, a one teacher school, required to teach with both La and
Lb as Mis, needs 1 EFT teacher. This can be met with one full time teacher who
is bilingual in both La and Lb to the required levels of fluency, two part time
teachers, one fluent in La and the other fluent in Lb, or some other combination
of part time teachers. What happens will depend on the policies of that system
in regard to the employment of part time and full time teachers.
A final matter concerns assisting the teacher help the students to develop
the language linked identities through learning the relevant language. Two
types of assistants can be available. The first are teacher aides (who are usually
employed under specific conditions by the education system), the second per-
sons from the linguistic community, such as parents or community elders (who
are usually voluntary workers). In most education systems such persons are not
allowed to act independently and hence must work at all times under the super-
vision of the teacher. With that constraint, these assistants can relieve the teach-
er of some tasks and, particularly, could be a major resource in helping students
learn one or more of the target languages. However, it is doubtful whether they
could replace the teachers and thus reduce the salary and other costs of the
education system.
Teachers are the most important element in the realization of the object-
ives of policies. With a view to furthering the realization of language linked
identity aims the above points should be considered in the development of
language-in-education plans.
The three issues discussed in detail in this chapter are important for lan-
guage-in-education planners as they form central concerns in the development
of language-in-education planning options. The three issues are incorporated
into the language-in-education planning model that is developed in the next
chapter.
CHAPTER 4
A LANGUAGE-IN-EDUCATION
PLANNING MODEL
The purpose of this chapter is to present a descriptive process model of
language-in-education planning which, ideally, should be applied to or used for
each language-in-education planning issue, irrespective of its dimensions.
Some aspects of the model, particularly those parts which have much in com-
mon with all planning and those parts (aims, language linked identities and
curriculum patterns, which have been dealt with in detail in Chapter 3), are
presented fairly briefly. In contrast, the parts dealing with resources are dealt
with in greater detail.
4.1 A model
Cooper (1989) argues that language planning scholars, to whom must
be added those concerned with language-in-education planning, face four
tasks: (1) to describe, (2) to predict and (3) to explain language planning pro-
cesses and outcomes in particular instances and (4) to derive valid generaliza-
tions about these processes and outcomes. Therefore there are four criteria for
judging success in executing these tasks: (1) descriptive adequacy. (2) pre-
dictive adequacy, (3) explanatory adequacy and (4) theoretical adequacy
(Cooper, 1 989, p. 46).
Only descriptive adequacy is of concern in this study. By descriptive
adequacy is meant the planner’s success in representing what is happening
and what happened in a particular case. According to Cooper the planner faces
two problems. What should be described? and On what basis should the
description be evaluated 9 (Cooper, 1989, p. 46). He suggests in response to
his first question that a descriptively adequate account should answer the
following: "what actors [attempt or] attempted to influence what behaviors, of
which people, for what ends, by what means, and with what results" (Cooper.
1989, pp. 46-47). In response to his second question Cooper suggests that an
account must be comprehensive (i.e. cover all that is necessary) and compre-
hensible (i.e. coherent), and that the only recourse to establishing the validity of
a description might be the opinion of a second writer, familiar with the events
being described (Cooper, 1989, p. 47).
To gain descriptive adequacy a model to underpin the description is
required. There are various ways of developing and presenting models, e.g.
Abell (1970), Dye (1981, p. xii) and Hogwood and Gunn (1990) present several
different approaches. In particular, Hogwood and Gunn (1990) delineate four
basic categories of models: descriptive models that represent in a generalized
form the real world of activity; prescriptive models which are statements about
the ways things should be done; ideal models which are mental constructs of a
perfect situation; and contingency (or mixed) models which are about the cir-
cumstances and the issue in question, i.e. they pertain to a specific situation. A
variety of ways of presenting models, e.g. a list of points, a matrix, a flow chart,
or a series of mathematical formulas, is also shown.
Three points need be considered. First is the type of model to be used,
the second the form that a model can take, and, third, the subject matter of the
model. In this study a descriptive model, in the form of a flow chart, is presented.
The model, drawn from planning, policy studies, language planning and edu-
cational pianning, portrays the general processes involved in planning the in-
clusion or exclusion of one or more languages in an education system. The
resultant language-in-education planning model will act as a template to
impose order on data and which a critic can use to evaluate the description
(Cooper, 1989, p. 47).
The model presented here has ten phases 1 ' (see Figure 4.1). However, it
must be borne in mind that the model distorts reality. The flow chart indicates
the context or environment, identifies the processes, and places them in a
sequence as a series of discrete events, as a series of phases. Presenting the
processes as separate events ignores the many relationships between them,
particularly feedback loops, and does not show the many places where deci-
sions to defer making a decision and to not proceed with an issue can be made.
The phases in the model are simply a convenient way to portray what is hap-
pening, could happen or has happened. They indicate processes that seem to
take place in planning in the real world, processes that flow into each other and
often overlap, though in some circumstances some phases may appear to have
coalesced or to be missed out altogether. Reality is fluid, flexible and seamless,
not a series of phases. The flow chart presents reality in a simplified form.
Each phase in the modei will now be commented on.
4.2 A linguistic environmem
When a language issue emerges in a polity it does so within a pre-
existing language environment. A linguistic environment is made up of, for
example, the following:
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Figure 4.1 A language-in-education planning model
(1) the linguistic communities with their associated language linked
identities;
(2) the distribution of the languages;
(3) the level of development of the languages;
(4) the numbers of people who use the languages;
(5) the attributes of the users of the languages;
(6) the functions, including their use in schools, that the languages are used
for;
(7) the attitudes towards and beliefs and values about the languages;
(8) the political and legislative framework about the languages;
(9) the organizations and pressure groups that are in favor of or oppose the
existence and use of various languages;
(10) the links between the language environment within the polity in which the
language issue emerges and that in adjoining and other polities; and
(11) the history of language issues in the various sociocultural entities in the
state, in the region in which the state is located and in the wider global
context.
The linguistic environments in the polity and the schools, which are con-
tinually changing their attributes, provide the context in which any language-in-
education planning will be done. These environments must be well understood
if language-in-education planning is to be successful.
4.3 Phase 1 : a language issue emerges
The first step in language-in-education planning process is the emerg-
ence of an issue from the language environment. Someone or some group of
people believe that something needs to be done in regard to the function of one
or more languages in the education system. For example the person may see
the issue as one of language rights, of discrimination, or of unequal access to
resources, and believe that changing the situation will redress the perceived
wrong. The issue may be clear cut or diffuse, can be about one or many things,
and can have the potential to affect, positively or negatively, the education of
only a few or of millions of students.
The issue can be so designated by a member of one of the linguistic
communities or by an outsider, informed or otherwise. However, the fact that a
person is an insider is in itself no guarantee that he or she will be representative
of the community. Dua (1985) identifies three major groups in a community who
could raise an issue (politicians and bureaucrats, researchers from the com-
munity itself, and the people) and states that the members of these groups need
not have similar knowledge of or viewpoints about the language or languages
and the use of those languages in their linguistic community.
For the issue to be taken further it is necessary that others be persuaded
of the importance of pursuing the issue.
4.4 Phase 2: mobilize on the issue
When a language-in-education issue is placed on a person's (or group's)
agenda, the person has particular goals in mind (which may overtly relate to the
language issue but which may covertly relate to something completely different
or to both). In seeking to realize his or her aims, the person will attempt to gain
the support of other people by having both currently committed and uncom-
mitted people and entities, e.g. organizations, place the issue on their own
agendas and to work, either in alliance or separately but in tandem, to realize
their goals. Such mobilization is needed to later demonstrate to the decision
makers the level of support for action in regard to the language-in-education
issue.
Unsuccessful mobilization will usually result in the language-in-educa-
tion issue remaining no longer on people's agendas. In contrast successful
mobilization can result in the formation of one or more new interest action or
lobby groups and, in some cases, social movements (Annamalai (ed). 1979),
and in the involvement of existing entities. Some of these will be in favor of and
some against the issue and in many cases each will probably have its own
spokesperson or advocate. However, action in regard to dealing with the issue
will usually not occur until the language-in-education issue is politicized.
4.5 Phase 3: politicize the issue
Mobilization can be regarded as that phase that brings the language-in-
education issue out into the open. However, if anything is to happen in regard to
the issue it is this third phase that is important, i.e. the issue needs to become
politicized. A person who either is a policy maker or who has privileged access
to policy makers must see that political and policy windows have opened
(Kingdon, 1984) and that it is opportune to take the issue up and promote it.
Attempts to politicize the issue can be considered successful when the issue’s
advocates have caused at least one policy maker to agree to deal positively
with the issue and to place the language-in-education issue on his or her own
agenda.
However, it may well be the case that the advocates and the policy
makers view the language-in-education planning issue in quite different ways.
Thus, while agreeing with each other that there is an issue there can be differ-
ences among them about the ways to deal with the issue. Hence, the actors
may have divergent views about, for example, the aims, the target populations,
the appropriate levels of schooling, the beneficiaries of any change in policy or
in the continuation of the policy, the required quantity of resources, the quality of
those resources, the time required to deal with the issue and the consequences
of acting or not acting on the issue. These differences may be open or they may
be covert.
It may well be the case, too, that the importance given to the issue by the
advocates and the policy makers differs. Both advocates and policy makers
have their own constituencies, are subject to pressures from those constituen-
cies, are parties to alliances and compromises, are subject to pressures from
those that oppose the issue, and have hidden agendas. Thus, the issue may be
taken up for a variety of reasons, ranging from the merit of the issue itself, to
satisfying a specific political constituency, to a means of enhancing one's own
position in an organization, community, nation, ethnie or state. The conse-
quence is that these reasons influence the extent of the commitment - short term
or long term, strong or weak - of both the advocates and the policy makers to the
issue.
If the language-in-planning issue is to proceed beyond just being on a
policy maker's agenda (it may be there for only a short time or for years) a deci-
sion has to be made about what to do with the issue.
4.6 Phase 4: make a procedural decision
Through the work of the advocaies, through the interaction between ad-
vocates and policy makers and through the activities of the policy makers them-
selves, expectations on the language-in education issue have been aroused. A
time arrives, then, when the policy makers judge it expedient to make a pro-
cedural decision. The views of the advocates are considered in the context of
the nature and strength of opposition to any action on the issue and of the
interests of the policy makers. The decision to proceed will be taken primarily
with a view to meeting the needs ana maintaining the position of those who will
be making the decision.
In agreeing that at this stage the language-in-education issue should be
dealt with positively, three courses of action are open to the policy makers. First,
they can decide that the way to deal with the issue is to proceed directly with
implementing programs in the schools, i.e. there is direct movement from Phase
4 to Phase 7, and Phases 7 and 8 are in effect merged (see Figure 4.1
,
Track
(1), and Sections 4.9 and 4.10). Acting in this way means, in most cases, that
the policy makers pass dealing with the issue to those in the education system,
administrators and teachers alike (see Kaplan, 1 990), with the risk that the pro-
grams that are implemented do not adequately deal with the issue.
Second, the policy makers can decided to conduct surveys and consider
forecasts from the results of the surveys (see Figure 4.1
,
Track (2) from Phase 4
to Phase 5, and Section 4.7) before making a decision about implementation.
Reasons for this action can vary widely, e.g. the policy makers may wish for
some breathing time or they may see the language-in-education issue as insuf-
ficiently researched and believe that more information and an expression of
views on the issue, wider than those presented by the advocates, is warranted.
They may also wish to see if there are ways to act other than those presented by
the advocates.
Third, the policy makers can decide to go direct to preparing and consid-
ering options (see Figure 4.1, Track (3), and Section 4.8). Their reasons for
doing this can vary from believing that they have enough evidence on what their
constituents think on the issue to having to show that they are responding to
expressed concerns.
Whichever procedural decision is taken at this point will be a conse-
quence of the policy makers assessment either of their situation in the polity vis-
a-vis those who oppose them either on this issue or. more widely, of their
general constituency.
4.7 Phase 5: survey and forecast
For the policy makers this fifth phase is concerned with ascertaining in
more detail such things as the nature of the issue, the extent to which action on
the issue is supported, and the type of action that is supported.
This can be done in a variety of ways. Thus, formal research studies of
the past and present situations, and the ways others elsewhere deal with the
same or similar issues, can be undertaken. Surveys and public opinion polls
can be carried out. Commissions and committees of inquiry, with or without
representatives of the advocates, can be set up with a view to reporting their
findings. Referendums and nonbinding votes in legislatures can be held. Task
forces, with adequate funding and wideranging representation, can investigate
and report on the issue. Open hearings can be held by select government com-
mittees. Citizens action groups can mount campaigns that are more focused
than those that might have occurred in the mobilization phase. School district
councils and school boards of management can make recommendations on the
issue. From one or more of these surveys one or more futures (Hogwood and
Gunn, 1990, pp. 128-149) can be forecast.
From the results of the surveys and forecasts the policy makers can pro-
ceed in one of two ways. First, they can decide to proceed directly with imple-
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meriting programs in the schools, i.e. there is direct movement from Phase 5 to
Phase 7, and Phases 7 and 8 are in effect merged (see Figure 4.1
,
Track A, and
Sections 4.9 and 4.10). Again, there is considerable risk that, with the policy
makers passing dealing with the issue to those in the education system, the
resulting programs will not deal adequately with the issue.
Second, the policy makers may decide to develop options for dealing
with the language issue (see Figure 4.1, Track B and Subsection 4.8) and in-
corporate the material gathered in the surveys and forecasting in them.
4.8 Phase 6: prepare and consider options
This phase can be reached either directly from Phase 4 or from Phase 5
(see Figure 4.1). It consists of three subphases: (1) conducting various analy-
ses, including those relating to resources, of the options that are developed. (2)
considering certain matters about the languages, learners and learning, and (3)
determining the resources required to meet those aims.
4.8.1 Conducting analyses
Three aspects are important here: the generation of options, the analysis
of options (including cost analysis) and cost feasibility analysis.
Options can be generated from a variety of sources. For example, they
can come from the continuing activities of those who mobilized support for and
politicized the language issue and be passed on by the advocates to the policy
makers. They can arise from the surveys and forecasts and be passed on by
those who collated the studies and made the forecasts Groups affiliated to the
policy makers can put forward their preferred option or options. A completely
new consultation process can be initiated, calling specifically for the presenta-
tion of options from interested groups and individuals. Such a step could in-
volved the establishment of, say, a task force or a select committee with public
hearings, charged with preparing a public report containing options and recom-
mendations. They can be generated by the policy makers and planners them-
selves. What is important is that a variety of options are developed and come
together for analysis.
In this phase any or all of cost-benefit, or its mirror image, benefit-cost,
cost effectiveness and cost utility analysis of each option could be made. These
four approaches to cost analysis all obtain some measure of both costs and
results for each posited alternative, so that ceteris paribus a choice can be
made of either the option that promises the lowest cost for the desired result or
the best result for a particular cost.
However, the four approaches are usually incomplete in themselves, the
more so to the extent that they ignore the practicality of proceeding with each
option. As Lewin points out (1983, p. 30), each type of cost analysis for each
option needs to be supplemented by a fourth approach, a detailed cost feasi-
bility analysis for the anticipated implementation. That is. it needs to be known
whether, with the total monetary and nonmonetary resources available (now
and in the future), the option can be implemented. Cost feasibility analysis is
thus designed to show which options are feasible and should be included in
and which are not feasible and should be excluded from the set of options to be
considered by the policy makers. Choosing an option whose cost feasibility has
been demonstrated improves the probability that the option will be successfully
implemented.
However, even with a cost feasibility approach to options, there will be
many occasions when this, too, is inadequate. There is general agreement
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among those writing on implementation that one aspect of the successful im-
plementation of a plan is the availability of the appropriate resources. For Levin
(1983) it is essential that all the resources needed to reach the objectives of an
option are listed and that each such resource is described in detail and valued
or costed. Examples of such resources, as outlined by Levin (1983) in his "in-
gredients method" approach to the costs of a plan, are personnel, equipment,
facilities, materials, consumables, and other inputs, e.g. insurance, rent (im-
puted or real), interest repayments, volunteer labor and time.
While all ingredients are important for education, the focus in language-
in-education planning is on those that are language specific. In the options that
are developed these ingredients must be clearly identified and a statement
needs to be made as to when they will become available. That is, each option
should contain a resource feasibility statement. Clearer delineation of the
resources required for each option will enable better judgments to be made
about the feasibility of choosing competing options.
4.8.2 Languages, learners and learning
Before delineating the points that need to be taken into account about the
needed resources, several other matters need to be considered. These are the
target language itself (and its varieties), the functions that are at issue, the con-
text in which the language and the new functions are to be learnt, the target
population (or learners), and the order in which the languages are to be learnt.
All are intermeshed and any decision about one has repercussions on the
others.
The first point to be decided upon is the actual language or languages,
including their varieties, which will have been the subject of much debate in the
earlier phases, that are at issue The language can be any language. It can. for
example, be the language that is currently used in the schools as a Ml, with the
issue perhaps being that it is not being taught properly, or the students aren't
learning it properly, or that the texts selected for study are inappropriate. It can
be a language that is used for some functions within the entity, e.g. by an ethnie
or a nation or in the tourist industry, but the issue is that others must now be
learning it, that it must now be learm better, or that it must now be used for new
functions. Conversely, the pressure can be to stop using the language. Or it can
be a language that is not used in the entity and the pressure is for it to be now
used for one or more functions. What is important is that the language at issue is
clearly identified.
The second point to consider is where the language learning is to take
place. It is often the case that language-in-education acquisition aims are based
on assumptions about what will happen to certain languages outside the school
and hence language-in-education plans may deliberately include or exclude
specific languages on the basis of those assumptions. However, the language
learning context in which one or more languages will be learnt is often a point of
contention, with disagreement about whether the locus for language learning
should be the schools or some other agency or agencies.
Four such language learning contexts can be identified: the home, the
community, an institution and a special program. Two categories of target
language can be provided in those contexts: the LI and second and subse-
quent language. Further, two basic ways of learning the target language or
languages can be identified: natural and instructed. Put together these result in
a sixteen cell matrix of contexts for language learning (see Table 4.1).
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Table 4.1 Language learning contexts
LANGUAGE
LEARNING
CONTEXT
TARGET
LANGUAGE
(as a whole
or in part)
LEARNING
Natural Instructed
Home First 1 2
Second 3 4
Community First 5 6
Second 7 8
Institution First 9 10
Second 1
1
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Special program First 13 14
Second 15 16
The commonest language learning contexts for an individual’s LI are (a)
the home itself (Cell 1), where a person learns the language naturally from the
various adults, siblings, grandparents, other relatives who may live in the home
with the learner or who may visit from time to time, along with the various media
that find their way into the home, (b) the community (Cell 5), which as the
learner matures becomes an extension of the home for continued and parallel
natural learning
,
and (c) an institution (Cell 10), specifically a school, where the
emphasis changes from natural acquisition to instructed acquisition.
For individuals in bilingual and multilingual environments the commonest
contexts for the acquisition of a L2 by natural means are the home (Cell 2) and
the community (Cell 7) and, by instructed means, an institution (Cell 12). For
people in monolingual homes and communities a L2 is almost always acquired
through instructed means in an institution (Cell 12) or special program (Cell 16).
The relationship between learning languages at school and the learning
of languages in nonschool contexts needs to be clear. Four alternative are
possible:
(1) the target language is learnt solely at school;
(2) the target language is learnt solely at home, in the relevant linguistic
community and or in part or full time privately run institutions;
(3) the education system itself sponsors a supplementary school; and
(4) a combination of (1) and (2) whereby school time is made available to an
entity to deliver language courses under the auspices of the education
system.
The relationship between the debate about language functions and the
contexts in which those functions can be learnt must be clear in the options.
That is, policy makers can decide that certain languages will be supported, i.e.
the entity will either maintain or allocate functions to those languages, but a
further decision has to be made as to which language learning contexts will be
used and at whose expense.
The third point, which will usually be expressed as general language
learning aims, is the functions themselves. These will be at the center of a
language-in-education issue and will have been much discussed in all of the
first five phases. On the basis of (a) whether the target language is or is to be an
individual's LI or L2, (b) whether the target language is being learnt or is to be
learnt either within a community that uses the language in the community or
within a community that doesn’t use (apart from in the learning situation itself)
the language in the community, and (c) the function (grouped here by the
categories given in Subsection 3.1.1) for which the target language is being
learnt, sixteen general language acquisition goals can be identified (see Table
4.2).
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Table 4.2 Language learning aims
L1/L2
Learning in
the
relevant
linguistic
community
Categories of lanquaae functions
Comprehen
-sive intra-
communal
Restricted
intra-
communal
Comprehen
-sive inter-
communal
Restricted
inter-
communal
LI Yes 1 2 3 4
No 5 6 7 8
L2 Yes 9 10 1
1
12
No 13 14 15 16
Students learning their LI in their own linguistic community to fulfill com-
prehensive intracommunal functions, such as the national and statal functions
(Cell 1
,
Table 4.2), is probably the most frequently occurring language learning
aim. For many of these students learning this language will also meet compre-
hensive intercommunal functions (Cell 3), such as that for a LWC. For students
in ethmes and nations that do not control the state the aim of learning the ethnic
and national functions will be for restricted intracommunal functions (Cell 2) and
restricted intercommunal functions (Cell 4). The aims for students learning their
LI while not living in the relevant linguistic community may well be for compre-
hensive intracommunal functions (Cell 5) or comprehensive intercommunal
functions (Cell 7), but are more likely to be for restricted intracommunal and
restricted intercommunal functions (Cells 6 and 8).
In the case of students learning a L2 the same two learning situations
exist. Aims for L2 learners living in the linguistic community that speaks the
target language can be to meet any of comprehensive intracommunal (Cell 9).
restricted intracommunal (Cell 10), restricted intercommunal (Cell 11
) and
restricted intercommunal (Cell 12) functions. Aims for students who do not live
in the community will, necessarily, be to meet either the restricted intracom-
munal (Cell 14) or restricted intercommunal (Cell 16) functions.
Fourth, it is necessary to specify the target population or populations, i.e.
those who are to learn the target language(s). The students in schools and in-
stitutions do not necessarily form homogeneous populations in regard to lan-
guage learning. Thus, target populations can be categorized, either by the edu-
cation system or voluntarily, in different ways, some of which are as follows.
(a) by grade levels. For example, primary school students will have a LMI but
no LCS while all secondary school students will have a LMI and. as a
LCS, a choice of either La or Lb.
(b) by LI. For example, students whose LI is the statilect will have it as the
LMI and may have a wide choice of LCSs, whereas students whose LI is
not the statilect will have the statilect as the LMI and the LI as a LCS.
(c) by field(s) of study. For example, students who are commerce students
can study either La or Lb as a LCS while students who are mathematics
or science students can study either Lc or Ld as a LCS.
(d) by the area or region in which they are being schooled. For example, all
students will have La as the Ml, with those students in one region having
Lb (which is the statilect in the neighboring state) as a LCS and those in
a second region having Lc (which is the statilect in the neighboring state)
as a LCS.
(e) by religion. For example, all students will have La as the Ml but those of
one religion can have Lb as a LCS and those of a second religion can
have Lb as a LCS.
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(f) by national or ethnic origin. When the LMI is not that ot the nation or
ethnie to which the students belong the natiolect or ethmlect can be
offered to students from the relevant nation and ethnie.
Using more that one criterion to delineate the target populations can result in a
very complicated curriculum.
Fifth, if more than one language is in the curriculum, is the matter of the
order in which the languages are to be learnt. It has to be decided whether the
languages are to be learnt at (more or iess) the same time or in sequence. With
two languages featuring in the curriculum there are three possibilities: (a) they
are to be learnt at the same time; (b) La is learnt before Lb; and (c) Lb is learnt
before La. With three or more languages the possibilities are more numerous.
Sixth are what might be referred to as pedagogical aims. Here are
addressed the specific skills that students will gain in the target language or
languages. These are reading, writing, speaking and listening and their various
subskills. It has to be determined if only some or all of the four skills are to be
learnt for each function for which the students are learning the language. Gen-
erally speaking, the more time devoted to learning a language the more profici-
ent the learner will become in the function and, conversely, the less time so
devoted the less skills the learner will develop in the function. Given varying
lengths of time per language, schooling can thus be directed at a range of out-
comes for each function: from gaining all round proficiency in all skills, through
any combination of levels for each skill, to minimal proficiency in just one skill.
Clarification on these six points is needed when options are being
developed.
4.8.3 Resources for language programs
Resources become available through the education system's annual
budget to the schools on the basis of criteria, established by the education
system, that are embodied in various (ever changing) policies, regulations,
rules and practices. These resources are used on at least two levels in all
school systems except those in which the one school is itself an independent
school system. These are the system level and the school level, though the
actual allocation of some activities, and hence resources, to each will vary from
system to system. A typical example is curriculum development, which in some
systems is primarily a school responsibility, in others it is a system responsibil-
ity, while it others it is a shared responsibility. Further, some resources, e.g.
translators and interpreters, can be located both in schools and at the system
level. And of course a system can change its structures and the placing of its
resources. When these happen, adjustments need to be made to take into
account the changed practices of the specific system.
Six categories of resources have to be considered in language-in-
education planning. These are (1) time. (2) school and institutional personnel,
(3) system level personnel, (4) materials, (5) language learning incentives and
(6) facilities and . Each resource category is now discussed.
4.8.3. 1 Time
Time is an important ingredient in all language-in-education planning
and in all language-in-education activities. However, time is not a unified
ingredient and several categories of time must be recognized and taken in to
account. Some of these are as follows.
(1 ) the total time needed to implement the plan. This is the time from when it
is decided to proceed with a plan to when it is actually implemented
During this time many actions may need to be taken, e.g. teachers may
need to be trained and specific materials may need to be prepared. Such
actions involve considerable costs.
(2) school time. This is the time that the school or institution is legally open.
Within it are school week (which can be of any number of days but is
usually five or six days long), and the timetabled school hours per day,
e.g. five hours, or five and a half hours.
(3) time per language. This is the specific numbers of hours that are
allocated to each languages that features as a Ml and a CS within the
timetabled school hours per day. This involves choosing the appropriate
curriculum pattern.
(4) student time on task. This is the timetabled school hours for the course of
study for an individual student. It is broken down into specific subjects,
e.g. La, geography, mathematics, office practice and the like.
(5) teacher time on task. This is the time that a teacher actually teaches or
teaches and supervizes periods. In primary schools this is usually the
same as the timetabled school hours, but in secondary schools and
institutions, such as teachers colleges, it is usually less that the
timetabled school hours.
(6) system level personnel time on task. This is the hours that system level
personnel, such as curriculum developers, materials developers and
supervisors, have to work.
(7) student time on task in specific languages. The concern here is with the
proportion of each student's time on task in the various languages that
are in the curriculum.
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(8) personnel time on task in specific languages. The concern here is with
the proportion of the time on task of teachers and system level personnel
that is spent in the various languages that are used in the education
system.
These categories of time have important cost, learning and employment
consequences and have to be built in to the various language-in-education
planning options that are developed.
4. 8. 3. 2 School and institutional personnel
The staff in schools and institutions (see Subsection 2. 8. 2. 2) are allo-
cated according to system level staffing formulas. While these formulas may
contain parts that are of interest to language-in-education planners, e.g. there
may be staff weightings for students for whom the LMI is their L2, rather than
their LI
,
the real interest for the language-in-education planner is in the lan-
guage and related attributes required of those personnel.
The most important of these resources are teachers (Section 3.3). Given
a specific number of teachers, the attributes that are important for language-in-
education planning are as follows.
(1 ) the language or languages that the teachers need to know;
(2) the relationship between the languages that the teachers know and
teach and the languages that their students know;
(3) the teachers' qualifications (e.g. primary trained, subject specializations,
etc); and
(4) the pedagogy or pedagogies, i.e. LI , L2 or foreign language pedagogy,
for which the teachers have been trained.
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With the other professional staff, e.g. librarians and senior teachers, and
the ancillary or semi professional staff, e.g. teacher aides and library assistants,
the same considerations apply.
Another category of personnel that can have direct contact with students
is that of voluntary workers (see Section 3.3). Their availability to assist teachers
with the LMIs and LCSs in the desired ways should be known.
School executive staff (see Subsection 2.8. 2.2) should be skilled in the
language or languages that are the Mis, but there is no necessity to be skilled in
a language that is a CS. Further, school executive staff should know the lan-
guage of the community in which the school is located if that language is differ-
ent from the LMI. These points should be ascertained.
Administrative staff in schools do not have face-to-face pedagogical
contact with students, though they may have many responsibilities that require
them to use more than one language in their work. This requirement should be
ascertained.
In preparing options about school and institutional personnel the pro-
portion of time that they have to spend working in each language should be
known and should be included in the options. What is important from a lan-
guage-in-education planning perspective is that the options that are prepared
present the school and institutional staff requirements, not by gross numbers,
but by the required language and, in the case of teachers, by the other attributes
given above.
4. 8. 3. 3 System level personnel
System level personnel that deal with the curriculum and curriculum
related matters include curriculum development staff, curriculum advisory staff.
assessment and examinations staff, interpreting staff, translating staff and in-
spection staff, together with the appropriate administrative staff supporting the
professional staff in their work (see Subsection 2. 8. 2. 3).
When curriculum development is undertaken by education system staff a
variety of personnel, such as curriculum developers, materials writers, editors
and graphic artists, is needed. In a monolingual education system all of this
work will be undertaken in the one language. However, there are many curri-
culum patterns (see Section 3.2 and Appendix D) in which more than one
language is used, e.g. a monolingual program with one or more LCSs, a
bilingual education program and a bilingual education program with one or
more LCSs. Each language that features in the curriculum requires curriculum
development staff with the appropriate expertize in that language.
In disseminating the curriculum and materials throughout the education
system education advisory staff can be used. If employed, these staff need to
speak the languages in which the materials are written and the languages of
the teachers to whom they are giving the information.
Assessment and examinations staff need to be able, for example, to
design, trial, set, mark, moderate, analyze, evaluate and redesign the exami-
nations and to advise teachers on how to interpret the results of those exam-
inations. Further, such staff need to advise school staff about developing their
own procedures and on the use of commercially produced examination and
assessment instruments. In all cases it is desirable that such activity be carried
out in the relevant language and that assessment and examinations staff know
those languages.
Accountability is effected for the most part by inspectors and supervisors.
Curriculum and curriculum related accountability usually involves, for example,
inspection and supervision of the activities of teachers, school executive staff
and other staff, and of the curriculum, of leaching and learning materials, of
equipment and the relevant facilities, with a view to terminating, continuing or
modifying what is being inspected. Inspection must be carried out in a language
appropriate to the inspection.
Two other categories of professional personnel that are needed in mul-
tilingual education systems are translators and interpreters. The task of trans-
lators is to translate material from one language to another while that of inter-
preters is to assist those talking to each other in different languages to under-
stand what each other is saying (see Section 2. 8. 2. 3).
Two points should be noted about translating and interpreting. First, at
the school level translation and interpreting may be needed to and from lan-
guages other than those used at the system level. These needs will be deter-
mined by local factors and will need to be assessed and dealt with locally, e.g.
by ensuring at least one staff member in a school can speak the language or
languages spoken by the community in which the school is located. Second,
ideally translators should always translate from their weaker language into their
stronger language, i.e. in a bilingual situation there should be two translators,
one translating from the weaker La to the stronger Lb and the other from the
weaker Lb to the stronger La. The same applies to interpreters.
In terms of language-in-education planning, all system level personnel
should have the appropriate professional training, e.g. by levels, by peda-
gogies, and by specialist fields. Further, both the professional and admini-
strative system level staff need to have skills in the relevant languages to the
relevant levels of fluency. What has to be determined is the proportions of
professional and administrative time that are spent in each language and
personnel numbers calculated in those terms. For example, if 50% of the cur-
riculum development work is in La, 30% in Lb and 20% in Lc, then, out of the
five EFT curriculum development officers, 2,5 must be fluent in La. 1,5 fluent in
Lb and 1.0 fluent in Lc.
Such specific language requirements for system level professional and
administrative staff need to be included in the options that are developed.
4. 8. 3. 4 Materials
Materials are needed to effectively support the schools and the education
system in the realization of school and system curriculum aims concerned with
learning languages and fostering students' language linked identities.
For effective teaching and learning to take place each language in the
school curriculum needs to be supported by a variety of appropriate language
specific materials that fall into three general categories, i.e. student learning
materials, teacher teaching materials and library materials (see Subsection
2 . 8 . 2 . 4 ).
Seven points need to be considered in regard to school materials. First is
the type of material and the combination of the various materials, that is to be
used, e.g. text books, supplementary books, specialist publications, tapes,
cassettes, wall charts, games, slides, newsletters, billboards, radio, film, tele-
vision, newspapers and magazines. Second is the cost of the purchase of
already existing materials. Third is the cost of the development of new materials.
Fourth is the cost of the modification, adaptation or revision of existing materials.
Both development and modification involve the writing (or adaptation), testing,
rewriting, printing and distribution of the materials. Fifth is the extent to which
materials need to be translated into the target language or languages. Sixth are
the materials required by the different acceptable approaches to language
teaching. Seventh, the materials must be culturally appropriate, i.e. they must
take into account not only language appropriateness but also the culture of the
learners and the target languages.
As well as these school materials, other materials are needed for profes-
sional staff and administrative staff in the schools and in the system who deal
directly with curriculum matters in order to further their activities.
When developing language-in-education options the various LMIs and
LCSs have to be specified, each accompanied by estimates for the different
categories of materials by specific languages.
4. 8. 3. 5 Language learning incentives
Another resource that has to be considered is language learning
incentives. As indicated (see Subsection 2.8. 2. 5) for students such incentives
can take the form, for example, of prizes, scholarships and travel subsidies,
while for staff, e.g. teachers, curriculum developers and translators, they can
take the form of bonuses and salary loadings for skills in a specific language
and scholarships and subsidies for learning specific languages. Decisions have
to be made on at least six points.
(1) for which languages will there be incentives;
(2) who should get incentives, i.e. what should be the basis for the award of
incentives;
(3) what sorts of incentives should be available;
(4) what should be the value of the incentives;
(5) how frequently should incentives be available; and
(6) how many incentives should be available.
Decisions on these points should be included in the options that are
developed.
4. 8. 3. 6 Facilities and equipment
Most schools will have a range of general facilities and equipment, used
by most students in most subjects, e.g. classrooms, tape recorders, and
computers (see Subsection 2. 8. 2. 6). However, some facilities and equipment
are more specific to language learning. Two questions arise. First, what pro-
portion of the existing general facilities and equipment is used for language
learning. This requires a proportion of the general facilities and equipment
recurrent maintenance and replacement grants to be dedicated to language
learning. Second, what facilities and equipment are specific to language
learning. This requires a specific recurrent expenditure item to be dedicated to
these facilities and equipment. A third question needs to be asked: what
developments, specific to language learning, are projected and what are their
estimated costs.
Each language-in-education planning option needs, then, to contain
three facilities and equipment items: (1) a proportion of the general recurrent
grant, (2) the language specific recurrent grant, and (3) developmental costs.
4.8.4 Making recommendations
The last part of this phase is the presentation of the options to the policy
makers. This usually takes the form of recommendations with arguments for and
against the various options. Cost feasibility and resource feasibility should be
included in the recommendations.
4.9 Phase 7: decide on implementation
Policy makers will have reached this point, as already pointed out (see
Figure 4.1 ), in one of three ways: they can have come from Phase 4, Phase 5 or
Phase 6. Reaching this phase from either of Phases 4 or 5 would have meant
that the policy makers would not have had enough data to make informed deci-
sions. However, if this phase is reached from Phase 6 then the policy makers
should be in a position to make informed decisions.
At this point, Phase 7, policy makers have to decide what action to take in
regard to the language-in-education issue. They have four choices: to decide to
take no action, to decide to defer a decision, to decide to announce a policy
which is unimplementable, or to decide to announce a policy that is. at least
ostensibly, implementable.
In regard to the first choice the policy makers may review all the actions,
papers and recommendations about the language-in-education issue and
decide that no further action should be taken. There are many reasons for this
line of action. For example, they may believe, in spite of everything, that there is
not really an issue that needs a policy decision, or that they cannot gain and
may in fact lose out if they make a decision in regard io the alleged language-in
education issue.
The same reasons may be pertinent to deciding to defer a decision.
However, an additional reason might well be that they are of the opinion that to
make a decision in favor of acting on the issue may place them as a disadvan-
tage. Hence they delay, hoping that the language-in-education issue will go
away, its proponents will be diverted by some other issues and in the end they
can shelve the issue or decide against it.
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Deciding to announce a policy that is unimplementable is a third option
available to policy makers. Bamgbose (1991, pp. 117-11 8) shows how this
happened with the 1979 Nationai Policy on Education Nigeria. Implementation
of the policy was subject to the availability of teachers, but as the appropriate
teachers did not become available the policy could not be implemented. The
reasons for such a course of action are many, e.g. the policy makers proclaim
the policy because they believe in it and would prefer to see it proclaimed but
unimplemented rather than unproclaimed and unimplemented, they are simply
making propaganda, or they are seeking to appease or attract some section of
the population.
The fourth option available to the policy makers is to make a policy
decision with the intention of implementing the policy. Essentially at this point
the decision makers have to consider the recommendations submitted to them
by the policy planners, to consider them both on their merits and in the light of
political and other considerations, and to make a choice. Then the policy is
announced and steps taken to implement it.
It should be noted that reaction to the announced policy, which may
adhere to strict political principles, be a compromise between competing
principles, or be an ad hoc arrangement, may be quite variable. For example, it
may be accepted by some and rejected by others, it may be accepted by
everyone as the best that could be expected in the circumstances or it may be
rejected by everyone. Further, the level of participation in the policy develop-
ment process and in contributions to the generation of options is not an in-
dication of the level of acceptance of the policy by those participants.
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4.10 Phase 8: implement the decision
Implementation is the "concern with what happens after the actions
required to achieve specific goals or objectives have been identified and
presented in the form of 'plans'” (Connyers and Hill, 1986 p. 155). According to
Verspoor (1 992) there are two main views, which go by various names, of the
relationship between planning and implementation.
The first is deterministic and top down, and is epitomized in educational
planning by the thinking of Psacharopoulos for whom planning is "the exami-
nation of many feasible alternatives and choice among them according to an
objective" (1990, p. 370). Here planning is regarded as a privileged activity, the
realm of experts, and is confined to policy planning, i.e. drawing up the options.
In this approach implementation is not regarded as part of planning. Rather, it is
something that happens later. If the policy is realized then the plan was a good
one and the implementers were probably competent in their activities, but if the
plan fails it is the implementation and the implementers that are at fault, not the
plan and not the planner.
The second approach to implementation is viewed by Verspoor as being
interactive, i.e. there is a "continuous process of adjustment and adaptation [in
which] the plans need to be continually revised in the light of implementation
experience” (Verspoor, 1992, p. 16). This revision comes about through ongo-
ing interaction between the various people involved, e.g. planners (specifically
implementation planners who considered resource costs and conducted
resource feasibility analysis when options were being generated), administrat-
ors and clients, the systems and the environment. Failure is as likely to be a
consequence of deficiencies in the plan itself as it is of the interplay of various
factors that can influence implementation.
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When a language-in-education policy comes to be implemented there
are a variety of factors hostile and favorable to its implementation. The policy
may be in the Psacharopoulos vein with inadequate attention being paid to
implementation. Many of the designated implementers may be opposed to the
policy, and hence try to frustrate it, or at least be neutral towards it, and hence
not be committed to it. The policy may have been decided upon without con-
sideration of all the issues, i.e. either or both of Phases 5 and 6 may have been
omitted, and hence the issue that is the point of the policy may not be adequate-
ly understood. On the positive side the policy may be well understood, the
implementers are committed to its implementation and realization, and the
resources to implement it are or will be available.
Implementing the policy involves four subphases: drawing up an im-
plementation plan, implementing the plan, modifying the plan as it is being
implemented and carrying out formative evaluations of the plan. Each subphase
could stand by itself, and in a few instances may do so, but in most cases the
actions in the four subphases will interact with each other as the policy is being
implemented.
In ideal circumstances implementation planning should flow directly from
policy planning, where resource costs and resource feasibility, including
present and future availability of resources, should have been fully considered.
In the first subphase amongst the many things that need to be considered are:
(1) the new legislative and regulatory framework required to implement the
policy and the necessary modifications to the existing framework (Hood, 1986.
pp. 1 7-47), (2) the timing for the promulgation of the new framework, (3) the
specific person(s) or organization(s), e.g. department, statutory authority,
institute or school, minister, superintendent or principal, which are to have the
responsibility for implementing the policy, (4) the resources, e.g. personnel
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(including training and retraining), facilities, materials and incentives needed to
implement the policy, and (5) the scheduled availability of those resources.
The second subphase is the implementation of the plan. This may occur
after the implementation plan has been drawn up or it may occur while the plan
is being drawn up. It is potentially the most complex part of the entire process as
the actions that are taken in the name of implementation test the soundness of
all the earlier steps. Thus, if the process to date has been sound then, other
things being equal, implementation is likely to be straight forward, whereas, if
the earlier steps have not been sound then implementation is likely to be messy
and controversial.
The third subphase is carrying out formative evaluations of the imple-
mentation of the plan, i.e. to see what is preventing, hindering and facilitating
the realization of the desired effects on the targeted population. Ideally their
timing, their purpose and their means should have been decided upon at the
time the implementation plan was drawn up and included in the costing of the
plan, but in practice they may only be introduced at a later stage.
As the plan in being drawn up and being implemented it is desirable that
account is taken of changes in the environment and in the implementation
situation that might necessitate changes in the plan and its implementation.
Hence, the fourth substep is interactive, modifying the plan as it is being drawn
up and, as a consequence of both informal indicators and formative evalua-
tions, as it is being implemented. Such changes may be brought about by
formal means, e.g. a change in regulations or a change in resource allocation,
or by informal means, e.g. realization that the time needed to bring about the
change is longer than initially thought.
In order to determine whether the policy and its implementation are
successful an evaluation is required.
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4.1 1 Phase 9: evaluate the implementation
A policy can be of two types. First, the policy can be open ended, i.e. it
was envisaged that it would continue over many years and in effect would have
no end. Evaluation of this type of policy is in effect a series of formative eval-
uations. Second, a policy may be for a specific period of time, e.g. five years
and here a summative evaluation, can be carried out. In both cases the
evaluations can be quantitative, qualitative or a mix of the two. Ideally, both
evaluation points and costs of the evaluations would have been built into the
budgets for the implementation of the policies.
What is of interest in both cases is comparing the situation before the
policy was implemented (or, if possible, before it was thought that there was a
language issue about which it was necessary to develop the policy) with the
situation either after the policy has been implemented for some time or after the
policy has been completely implemented.
Once evaluations have been carried out and their results are known
(formally or informally) decisions have to be made about what to do next.
4.12 Phase 1 0: decide future action
When the decision to implement a policy was made it should also have
been decided whether the policy was open ended or was for a fixed period of
time. The main question to be asked in this phase is: In the light of the evalua-
tion findings what actions should now be undertaken? Formative and summa-
tive evaluations lead to different decisions about the future.
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With formative evaluations there are three possibilities. First, the evalu-
ation could indicate that everything is working satisfactorily and that therefore
the policy should be kept and implementation should proceed along the same
lines. Second, the evaluation could show that while there were some difficulties
in the implementation it was proceeding along the right lines. Thus, future action
is to attend to the difficulties. Third, the formative evaluations could show that
the aims were not being met and that there was no possibility of them being
met. Future action here may well be to rethink the whole policy and to decide
upon a new, but related one, or to abandon the policy.
Summative evaluations take place near or at the end of the implementa-
tion of a fixed time policy. Three possibilities exist for future action. First, no fur-
ther action is needed as implementation met the aims of the policy. Second, it
may be decided that the policy should be implemented for a second time. The
third possibility is for a new policy that resembles the now finished policy to be
decided upon and implemented.
Deciding future action concludes the language planning process.
4.13 Four comments on the model
Four comments need to be made about the model.
First, the language-in-education planning process is not continuous and
seamless. Rather, within each phase and between each phase there can be
discontinuities and the whole or any part can be a stop-start process. This is
because in each phase or subphase a variety of factors, e.g. the failure to gain
support, the lack of resources to move on to the next phase and the inappropri-
ateness of the timing, can cause the process to be slowed down, stopped or
even reversed until the deficiency is overcome.
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Second, the language-in-education planning process is not an uncon-
tested process as both proponents and opponents appear once a language-m-
education planning issue has emerged. At each subsequent phase proponents
and opponents contest the process. At each phase, for example, there will be
those who favor the language issue becoming politicized, agree that the fore-
casts indicate a certain line of action, support the specific aims and objectives
that have been decided upon, and accept the decision about the prioritization of
feasible options. However, there will be those who have a contrary stance, e.a.
that the language issue should not have been politicized, the forecasts indicate
a different line of action, that a different set of aims and objectives should have
been accepted and that the feasible options should have been prioritized in a
different way. Finally, even when a policy has been decided upon and is being
implemented those opposing the policy at this point may still take actions to
prevent the policy being implemented as planned or in-deed to prevent it being
implemented at all.
Third, closely related to the above point is the fact that, except in the
smallest of language planning processes, the aims and objectives keep chang-
ing as different groups of people become influential in each phase in the pro-
cess. Further, at the implementation phase, when in most cases many more
people are brought into the process, the ways in which the policy can be in-
terpreted increase considerably.
Fourth, proponents and opponents may not be in the long run mutually
exclusive categories of people. At a specific point they will be but by the next
phase (or even later in the same phase) they may join each other to oppose
some others (who may have been cosupporters at an earlier stage).
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The above language planning process model, combined with the typo-
logies of language planning issues, should cater for all language-in-education
planning situations. It is proposed now to test its usefulness to language-in-
education planners by applying it to a specific case, the education systems in
the Condominium of New Hebrides and, more particularly, the Republic of
Vanuatu.
CHAPTER 5
LANGUAGE, SOCIETY AND EDUCATION
IN NEW HEBRIDES, 1820s TO 1980
The linguistic situation in Vanuatu, formerly the condominium of New
Hebrides, is quite complicated and can serve as a vehicle against which to test,
through a series of policy options, the language-in-education planning model
developed in Chapter 4. However, before this can be done, the language situa-
tion and the trends in language use in New Hebrides and independent Vanuatu
need to be surveyed.
The approach taken in this chapter on New Hebrides is not that of provid-
ing a detailed history. Rather, it is to survey events, more or less chronologically
and by broad topic, in so far as they have a bearing on the natiolects and the
introduced languages and, on the one hand, the use in society of all the lan-
guages for various functions in New Hebrides and. on the other hand, their fos-
tering in the schools for those functions.
5. 1 The contact period (1 820s to 1 907)
In the years from the 1820s to 1907, when New Hebrideans and Euro-
peans increasingly came into contact with each other, there were five major
influences on language developments in New Hebrides: traders, the early
Protestant missionaries, the "blackbirding trade", settlers and the later Protest-
ant and Catholic missionaries.
Trading started in the early nineteenth century when Anatom, in southern
New Hebrides, became a port of call on the trade route from Sydney to Hawaii
From then on more and more foreigners - Europeans, Aborigines, Americans.
Polynesians and others - visited New Hebrides. Trading posts were established
and, from the 1 840s to the 1 870s, a thriving trade in the export of sandalwood,
other timbers, pearls, beche-la-mer, tortoise shell and whale products grew up.
With the creation of new employment opportunities for New Hebrideans at the
trading posts, on the ships and in the sandalwood trade, a new trade pidgin
developed, called variously shipboard pidgin, sandalwood English and beach
la mar (Camden, 1977, p. iii). This became the lingua franca for use between
New Hebrideans from all over New Hebrides and between them and others.
The second influence on developments in this period was Protestant
mission activity. The London Mission Society (LMS) came to New Hebrides in
1839. Using European missionaries and Polynesian mission teachers they
started work amongst several of the nations in the south. With the Futuna and
Aniwa nations the missionaries and mission teachers were able to use to good
effect the Polynesian natiolects that they already knew, but elsewhere they had
to learn the Melanesian natiolects. Catholic missionaries established them-
selves on Anatom in 1848, but abandoned their activities there in 1852.
In 1848 Presbyterian missionaries also established themselves on Ana-
tom and, over the next thirty years, by agreement they took over from the LMS.
From the beginning European missonaries and Polynesian mission teachers
alike resided amongst the various nations on a full time basis. Gradually, as
more and more New Hebrideans were trained at each mission station, the Pres-
byterians expanded, becoming by 1870 the sole misison organization working
in southern and central New Hebrides. It is estimated that the LMS and the
Presbyterians sent, in many cases with their wives and children, some 90
Polynesian and some 200 New Hebridean mission teachers and 35 European
missionaries to work in New Hebrides between 1839 and 1880 (Campbell.
1 974, Appendix A).
Anglicans came to New Hebrides in 1849 and, based in Auckland and.
from 1866, Norfolk Island, concentrated on the islands in northern New
Hebrides, specifically Mota and Ra in the Banks Islands. Anglican missionaries
established a work pattern quite different to that of the Presbyterians. Anglican
missionaries visited their island mission stations during the cool season,
approximately May to October each year, and then returned to Auckland or
Norfolk Island for the six months. November to April, when it was the hot. wet.
cyclone season in New Hebrides. Each time they went south the missionaries
would take with them several young New Hebridean men who would then be
trained as mission teachers, would then go north with the misisonaries for six
months and would then return south for further training.
The missionaries and mission teachers, LMS. Presbyterian and Anglican
alike, were the major influence on the developmem of formal schooling in New
Hebrides. Initially, they established missions and built churches and for many
years proselytizing and schooling were both conducted in the church. Apart
from their work in Ngunese with several nations who already used this natiolect
as a lingua franca, the Presbyterians used the natiolects in all their work. Angli-
cans started with the natiolects but, from the mid 1860s, used Mota, a natiolect
from northern New Hebrides, in all their work.
The Presbyterian and Anglican missions followed a similar pattern in
their educational activities. What was important was converting New Hebride-
ans to Christianity and this could only be achieved, it was believed, through
New Hebrideans gaining a thorough knowledge of the Bible. Adult and young
alike could best gain this knowledge through learning to read the Bible and so
grow in grace (Miller, 1978, pp. 160-161), learn God's will and find through the
scriptures their own way to salvation. Overall, the aim was "the Bible - trans-
lated, taught, read, preached, and practised" (Miller, 1978, p. 87).
The content of the schooling was Bible-based messages, heard in their
own natiolect (or Mota or Ngunese in some areas) through prayer, sermons,
psalms, hymns, catechisms, songs and chants at meetings and worship. Then,
as literacy developed New Hebrideans progressed from the simple first reader
(usually in monosyllables), to a harder reader, with simple words and sen-
tences, then to a Bible Story Book with passages of Scripture, such as the Ten
Commandments, the Lord's Prayer and the twenty third Psalm, and then entire
books of the Bible. Finally, New Hebrideans were allowed to read the Bible
itself. They also learnt to write, using slates. The process was lengthy so as to
demonstrate the seriousness of a candidates' intentions to become a Chistian
(Miller, 1968, p. 161).
Within a few years missionaries were producing materials in the natio-
lects, the following being examples of what was published: two small books in
Kwamera in 1845; a primer in Anatomese in 1849; a literacy primer (1852), the
ten commandments (1857), the Book of Luke (1859) and Acts (1872) in Erro-
mangoan; and a complete Bible in Anatomese in 1881. Though initially there
was no agreed upon orthography, the Presbyterian Mission Synod agreed early
on upon a standard orthography (Miller, 1978, p. 109) and everything subse-
quently published by the Presbyterians used this script.
The third influence on developments in this period was the "blackbi rding
trade". From 1847 New Hebrideans were recruited to New South Wales as
rouseabouts in agricultural and shepherding work or to be domestics in the
towns and cities. However, from 1870 an increasing number were recruited for
work on sugar cane plantations in Queensland, and for the nickel mines in New
Caledonia (where the French had decimated the Kanak population and driven
the remainder into the mountains), and for plantations in Samoa and Fiji. In
spite of protests from Presbyterians and Anglicans that New Hebrideans were in
effect kidnapped for this work and the passing of legislation by the British and
Queensland governments to limit, control or prohibit the practice, it continued
until 1904, when, with the full implementation of the "White Australia" policy, it
stopped.
Documentea records show that 39,931 moves were made by New
Hebrideans to Queensland and some 10,000 to Fiji, New Caledonia and
Samoa in the blackbirding years (Haberkorn, 1989. p. 5). With the multiplicity of
languages amongst those who had been blackbirded the existing trade pidgin
became the lingua franca for everyone, employees and employers alike, in
these areas.
The lingua franca's development was strengthened by the work of vari-
ous missions, in particular the Protestant Queensland Kanaka Mission (QKM),
which from 1882 proselytized amongst the Kanakas (most of whom came from
Vanuatu) and the Anglican's Melanesian Mission in Queensland (MMQ). By
1898 the QKM had eleven schools, with a weekly attendance of more than
2,000 in 1898 (rising to more than 7,000 in 1905), while in 1889 the MMQ had
400 students (Hilliard, 1978, p. 131). From the beginning the QKM and MMQ
missions used pidgin in the churches and a bilingual approach was used in
their teaching. The "aim was plain enough. Teach the [English] words, then
teach the meaning in simple pidgin" (Miller, 1985, p. 47).
Upon the progressive return to Vanuatu through the years, but particu-
larly in the period 1904 to 1906, of approximately 30,000 New Hebrideans, the
expanded pidgin became widely used as the lingua franca amongst New
Hebrideans, traders, missionaries, settlers and administrators alike. This pidgin
became known as Bislama.
The fourth influence on developments in this period was the increase in
European settlers and, concurrently, the increasing alienation of land. The
traders ana missionaries had become long term settlers and had alienated
some land for trading posts, mission stations and mission lands for export crops.
A few unsuccessful plantations were established by British settlers in the late
1860s and 1870s, but from 1880, when a Frenchman established a coconut
plantation at Port Vila, the French increasingly saw New Hebrides as an annex
to New Caledonia, as a source of labor for the nickel mines and as a place
where large scale coconut plantations could be developed. In 1882 the Com-
pagnie Caledonienne des Nouvelles-Hebrides was founded by J. Higginson
"with the publicly declared goal of bringing about French political control in New
Hebrides through the acquisition of land on which French citizens would be
encouraged to settle (Van Trease, 1987, p. 26). Higginson purchased most of
the British owned titles, then acquired by dubious means large sections of New
Hebrides, and set up the Societe Frangaise de Colonization, successfully
bringing in settlers to his company's land. The attempt in response to French
activities by the newly formed Australasian New Hebrides Company to pur-
chase land for the purpose of developing plantations and to place English
speaking settlers on them was unsuccessful. The result was that most of the
large scale land alienation occurred to the French.
Concurrent with the increasing settlement of New Hebrides by traders
and planatation owners was an increase in the internal movement of New
Hebrideans, who were now also being recruited as labourers for plantations all
over New Hebrides. This period saw the increasing settlement of French, mostly
on plantations, and English, mostly in trade, in Vanutu and the emergence of
conflict between the British and the French and. increasingly, between New
Hebrideans and Europeans over land as New Hebrideans resisted some of the
attempts by Europeans to establish plantations.
With the increase in tensions, demands grew from the French settlers for
New Hebrides to be annexed by France ana, from the British, Australians and
New Zealanders, by Britain. Neither state wished to proceed that far but in 1886
the French government sent troops to Port Vila to protect French interests. This
latter action brought the issue to a head and the two governments, neither
wanting through conquest to antagonize the other's citizens (Aldrich. 1990. p
31), agreed that neither would annex New Hebrides. Instead, they decided to
set up a Joint Naval Commission to handle matters of mutual concern. This
came into force in 1888. and the over the following years, often with the use of
gunboats, British and French lives and property were protected from the actions
of New Hebrideans. The appointment of a French Deputy Resident Commis-
sioner for New Hebrides in 1901 and a British one in 1902 did nothing, how-
ever, to alleviate the problems.
The fifth influence was the expansion of mission activities from 1881, with
the two established misisons being joined by others.
From 1881, with the agreement ot the Presbyterians, Anglicans confined
their work to northern New Hebrides. On the Banks Islands Anglicans set up
schools separate from churches, and set up and expanded mission stations on
Ambae, Maewo and Pentecost. In 1905, in a break with tradition, the first Angli-
can missionary stayed on a mission station, that at Vanua Lava, for the whole
year. In 1906 Anglicans established a mission at Lamalanga on Pentecost
staffed by women missionaries who spoke only English and Mota, and who, in
another break with tradition, eventually had to use the local natiolect. rather
than Mota, for their teaching and other activities (Hilliard, 1978, p. 151). By 1902
there were 61 Anglican schools (Hilliard 1978, 1 15)
From 1881, with the agreement of the Anglicans, Presbyterians confined
their work to central and southern New Hebrides and set up new m,ss,ons on
most of the remaining islands, e.g. Santo, Malekula. Paama and Ambrym.
Gradually the Presbyterians developed a large education system throughout
southern and central New Hebrides. Thus in 1889 they had at least 143
schools, 146 missionaries and mission teachers and 4374 students, with per-
haps two thirds of the students being adults and one third children (Campbell,
1 974, Appendic C).
Presbyterians favored the use of the natiolects in their activities, but on
some stations, e.g. on Nguna, Nikaura and Tongoa. and at Errakor and Pango
on Efate, some students were taught English from about the end of the nine-
teenth century (Miller, 1985, p. 237-238), probably on an ad hoc basis. It seems
that English was in demand by fathers who had sons attending the schools so
that the sons would be able "to run stores, go about on ships and be good
businessmen" (Miller, 1978, p. 161).
Catholic missionaries returned to New Hebrides in 1887, with the arrival
of the first Marist Fathers from the Society of Mary. They set up three stations: at
Mele (Efate), Banam Bay (Malekula) and Port Olry (Santo). Gradually the
Catholics expanded their activities so that by 1906 they were well established
throughout New Hebrides. As with the Presbyterians, the Catholics used the
natiolects in their mission activities and their schools, though in Lamap, in
Malekula. Father Pionmer used the new lingua franca, Bislama (Tryon, 1979, p.
74).
The training of mission teachers continued apace during this period.
However, while Anglicans continued to train their mission teachers in Mota at
Norfolk Island. Presbyterians and Catholics changed their approach. Initially
Catholic catechists were trained by the local missionaries in the natiolects. but
in 1901 a catechist school was established in Mele, this moving to Montmatre in
1903. Here French was the Ml.
In the case of the Presbyterians the Synod of 1 894 decided that (a) a
Training Institution for Native Teachers and Pastors be established, (b) it be at
Tangoa on Santo, (c) all prospective candidates must be able to read well their
own natiolect and, if possible, a first book in English, and (d) the course should
be of four years duration. On the issue of the language to be used as the Ml.
natiolects were rejected as there were simply too many small languages to
make their use at the institute practicable, Bislama was rejected because it was
regarded as an unsuitable vehicle for religious thought and activities, and
English was accepted because the more influential New Hebrideans wanted to
be educated in it and because the missionaries believed that it would help New
Hebrideans to enter the modern world. An underlying reason was to counter the
growing influence of the French and so to keep New Hebrideans within the
British sphere. The Institute was opened 1895.
Four other mission and education related activities during the years from
about 1880 to 1906 should be notea. First, many returning New Hebrideans
would be the first Christians in an area and, if active Christians, would set up a
church. This allowed the existing missions to join them and set up stations.
Second, several new missions, e.g. the Churches of Christ and Seventh Day
Adventists, became established in New Hebrides. Third, there was an in-
creased use of Bislama in the churches as more and more New Hebrideans
from Queensland and elsewhere were repatriated. Fourth, many of the return-
ees established their own schools (Miller, 1985, p. 120), only some of which
were church linked.
The attitudes towards the various languages by the different missions
should be noted. Presbyterians and Catholics had in this period a similar
attitude towards Bislama. The Presbyterians were antagonistic to the growing
use of this language. They believed that it was crude, clumsy and ambiguous,
and certainly did not have the precision and sensitivity to express the truths of
the Bible and the language of the heart: Bislama "introduced to the life of the
church a language which was unacceptable to the Christian tradition in the New
Hebrides" (Miller, 1985, p. 80-81). They continued to emphasize the natiolects -
they had by 1 906 then worked in about thirty of them - but also used Nguna as a
lingua franca in the Nguna-Tongoa area. Similarly with the Catholics. While
they were appreciative of the fact that, even though it was regarded with con-
tempt by Europeans, Bislama was understood everywhere and spoken by all
the missionaries, they felt that it was unsuitable for use in their religion (Mon-
nier, 1987, p. 17). They too persevered with the use of the natiolects. The Angli-
cans had a somewhat different perspective: they used the natiolects in their
daily work but emphasized Mota as the language of the church and of school-
ing.
5.2 The condominium (1907-1980): government and society
In 1906, as a means primarily of tackling the land alienation problems
between Europeans settlers and New Hebrideans, the British and French
established a condominium which came into effect at the start of 1907. Under
this New Hebrides was recognized as a region of joint influence, with the British
and French having jurisdiction over their own citizens and corporations and
neither being able to exercise separate authority over New Hebrideans. British
and French settler interests were paramount, and citizens of other countries had
to decide under which of the two coloniai authorities they would place them-
selves. New Hebrideans were regarded as neither British nor French and were
prohibited from acquiring, while residing in New Hebrides. British or French
citizenship and from coming under the protection of either Britain or France. The
Resident Commissioners were given the power to make and enforce rules that
were binding on New Hebrideans.
The British and French set up three governments to administer the con-
dominium. Together, they set up under the Condominium Government a Joint
Court (with jurisdiction on matters concerned with land, recruitment of labour,
actions by New Hebrideans against British and French persons, property and
interests, and certain other maiters), the postal service (with stamps in English
or French), the meteorological service, and public works. The British and French
each set up their own separate and distinct agriculture, education, health,
judicial (for actions by New Hebrideans against New Hebrideans), police and
prison services. Until the end of the Second World War ini 945 most of the
separate services were small In scale, and education and health were provided
for mostly by the missions.
During the condominium period there were significant population
changes in New Hebrides. First, the New Hebrideans increased in number from
an estimated low of 40.000 in the late 1930s, to about 72.000 in 1967 and about
104,000 in 1979 (see Appendix E). Second, the European population, number-
ing a few hundred by the end of the nineteenth century, grew to a maximum of
about 3,000 in the late 1950s and early 1960s and thereafter declined a little
until independence in 1980. Throughout the period from 1907 to 1980, with
uncontrolled entry of the French (including Wallis and Futuna Islanders and
New Caledonians) and the controlled entry of the British (including Australians,
New Zealanders and Fijians) (Van Trease, 1987, p. 278), the French outnum-
bered the British by ratios varying from 3.1:1 to 4.6:1 from 1907 to the mid 1970s
when the British population increased and the French population decreased.
Further, from 1913 to the mid 1930s the French imported Tonkinese to work on
the plantations. The majority were then repatriated and the few who remained
entered the construction industry or became small traders. Another group,
always small in number, were the Chinese. They migrated to New Hebrides
over the years, setting themselves up as farmers and artisans in the 1930s and
1940s and gradually from the 1950s shifting to wholesaling and retailing in a
variety of fields in Luganville and Port Vila.
In regard to the New Hebridean population not only did their numbers
increase but intrastatal migration increased. The blackbirding trade and the
settlement of New Hebrides by Europeans and others lead to the growth in
wage labor. Mission teachers, plantation workers, laborers in the towns, con-
tract workers for the Americans in World War II, those working in the expanding
retail, construction, manufacturing and service industries, and the ever increas-
ing number of New Hebrideans working for the three governments all worked
for wages.
The result of this increasing intrastatal migration meant that many of the
smaller centres contained a small proportion of New Hebridean migrants, while
Port Vila and Luganville became predominantly migrant centres. The figures
from the 1979 census show that more than half the New Hebridean population
of Luganville and just under half that of Port Vila were intrastatal migrants.
Further, the 1979 census showed that the percentages of the male and female
wage earning workforces that were migrants amounted to over fifty percent in
Port Vila and over seventy percent in Luganville. The consequence was that
Luganville and Port Vila had multilingual, New Hebridean populations. The
individual members of these populations spoke one cr more of the natiolects
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and. increasingly, Bislama, with a few speaking either English or French as
well.
In the early part of the Condominion period the existing churches • Angli-
can. Apostolic, Catholic. Churches of Christ, Presbyterian, and Seventh Day
Adventist - continued to expand their areas of influence and to consolidate their
positions. However, after the Second World War, the number of churches grew
and by the time of independence in 1980 there were eleven Christian churches
and the Spiritual Assempy of Bahai.
While many individual church members, e.g. the Anglican, Father W. Lini.
and the Catholic, Father G. Leymang, sought more participation by New
Hebrideans in the affairs of New Hebrides and the end of the condominion, all
the churches except one were constrained to varying extents in their support for
the struggle for the independence of New Hebrides by the fact that they were
merely branches of foreign controlled churches. The exception was the Presby-
terian Church of the New Hebrides, which had become independent in 1948.
They passed, at the 1973 General Assembly, the following resolution:
The Presbyterian Church of the New Hebrides, representing more than
half the population of the New Hebrides, in this its 25th General
Assembly as a self governing church, DECLARES that it confidently looks
towards the goal of responsible self-government of the New Hebridean
people as a nation
. . . without delay, without violence, and with due
preparation of our peoples for the duties, functions, rights and
responsibilities of independent government" (quoted in K M Kelekele
1977, p. 32).
In the event, the road to political independence was delayed, violent and
arguably without adequate preparation.
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5.3 The condominium
( 1 907-1 980): the road to independence
From the end of the Second World War the power of the churches was
gradually superseded by the growth in the power of the British and French Resi-
dent Commissioners. However, this official power was increasingly contested
by New Hebrideans as they sought, for example, self determination, statal unity,
a strengthening of kastom, access to technology and science, improved com-
munications, citizenship, greater geographic mobility and a secularization of
political and cultural life.
Formal involvement by New Hebrideans in the political processes began
in 1957 when the New Hebrides Advisory Council of appointed New Hebride-
ans and nonNew Hebrideans was set up by the British and French Resident
Commissioners to advise them on various matters. It functioned from 1957 to
1975 over twenty seven sessions, though it never had a New Hebridean
majority.
As well as experience gained in the Advisory Council and in running the
affairs of the independent Presbyterian Church of the New Hebrides, a third
factor contributed to the increasing politicization of New Hebrideans. This was
the issue of land alienation.
The first to organize around this issue was Nagriamel, founded by a
francophone of mixed Tongan and Scottish ancestry in 1965, which favored the
return of all alienated land to their kastom owners. A second group, the New
Hebrides Cultural Association, later renamed the New Hebrides National Party
(NHNP), was formed by Father J. Bani, A. Garae, G. Kalkoa, D. Kalpokas, Father
W Uni and P. Taurakoto, in 1971 to promote Melanesian socialism. This ideo-
logy combined western political ideals with kastom, including communal land
ownership. By the end of 1973, some 40 NHNP committees had been estab-
''Shed throughout New Hebrides (Beasant, 1984, p. 25). It was primarily an
anglophone organization and sought immediate independence for New
Hebrides.
In response to anglophone developments, several francophone organ-
izations, all strongly supported by the French government, came into existence:
in December 1971, the Union de la Population des Nouvelles-Hebrides
(UPNH), in 1972 the Mouvement Autonomiste de Nouvelles-Hebrides (MANH),
which linked up with Nagriamel; in 1974, taking members away from UPNH. the
Union des Communautes des Nouvelles-Hebrides (UCNH), with Father G.
Leymang as its secretary; and in 1975 the Tabwemassana Party, the John Frum
Party (named after the 1 930s messianic cargo cult leader in Tanna) and the
Kapiel movement.
In the November 1 975 elections, based on universal suffrage, for the
Representative Assembly to replace the New Hebridean Advisory Council, the
result was that the NHNP won 59% of the New Hebridean votes and gained 17
of the twenty nine general electorate seats. The francophone parties gained
twelve seats. However, with the appointment of the government members and
chiefs, the Assemby was evenly spiit, 21 NHNP and supporters and 21 UCNH
and supporters, and. became ineffective.
From early in 1977 the NHNP, now renamed the Vanua-aku Pati (VP),
pushed the issue of independence. In January it produced a list of demands:
independence, noncooperation with the British and French authorities, abolition
of the Chamber of Commerce seats in the Assembly, the creation of a minister-
ial system, a boycott of French medium schools and the return of land to the
kastom owners (Beasant, 1984, p. 39). in February 1977 the VP decided to
boycott the Assembly.
In May 1 977 it was rumoured that the VP was against French being used
in education. This lead to a demonstration of some 3.500 people on Saturday
2nd June 1 977 in the streets of Port Vila to protest against the parly’s plan to
abandon French as a language of education in the New Hebrides. A proposal
was put to the VP Congress at Tanna on the 9th-1 1th June 1977. to the effect
that public education would be given, after independence, only in English and
Bislama, while French would be taught as a foreign language. This proposal
was accepted. The decision lead to a further public protest on 18th July 1977.
The VP pushed on with its political demands, boycotting the Assembly
elections in November 1977 and, on the basis of the local committees, setting
up a People's Provisional Government, with offices throughout New Hebrides,
that took control of much of New Hebrides.
These actions lead to the realization that the various sides needed to get
together and work out a common approach to independence. Over the next few
months talks were held between the various sides, and a joint communique was
signed between the VP and the UCNH government. The consequence was that
on 16th December 1978 the government elected in November 1977 fell and a
Government of National Unity, with Father Gerard Leymang of UCNH as the
Chief Minister and Father Walter Li n i of VP as Deputy Chief Minister, was set
up. In this government, by agreement, five of the ten ministerial posts were allo-
cated to VP and five to UCNH. Work proceeded on the drafting on a constitution
for an independent New Hebrides.
In the Representative Assembly elections held on 14 November 1979,
the VP won 62% of the popular vote, with a majority on all islands, and 26 of the
39 Assembly seats. The Union Moderet Pati (UMP) (the successor to UCNH),
gained 34% of the vote and the remaining 13 seats (see Table 6.1).
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These results, confirming the anglophone VP in power, lead to many acts
by francophones against anglophones. particularly on Santo and Tanna. and.
with the French residency police being instructed to do nothing to prevent such
actions, disorder continued for many months. In addition Nagriamel revived talk
of seceding from the New Hebrides.
At the first meeting of the new assembly, which was boycotted by the
UMP, Lini was elected as Chief Minister ana lead the meetings in London in
February and March 1980 to discuss the various problems. At them the French
Minister for Overseas Territories stated that the whole problem in New Hebrides
was caused by the VP because they failed to seek consensus (instead, prefer-
ing to rule by majority), they failed to acknowledge that 40% of the electorate
had not voted for them, they had failed to decentralize so that francophones
could live in francophone regions, they had joined the anglophone Common-
wealth of states in spite of the fact that forty percent of the population were
francophones, and stated that aid from France after independence would
depend on the extent that the New Hebrides government met francophone
demands, specifically that for a confederation of island states. No agreement
was reached but Chief Minister Lini stated that independence would occur on
July 30th 1980.
Further meetings were held in April on the issues, specifically those of
regionalism and separatism, but still no agreement was reached. In May 1980
fresh disturbances broke out in Santo and Tanna and the Republic of Vema-
rana was proclaimed by Nagriamel and the Vemarana Provisional Government,
with the assistance of French Residency officials and supported by the USA
based Phoenix Foundation, set itself up in the French Residency buildings in
Luganville. The French Resident Commissioner refused to help the New
Hebridean government and stated that if the New Hebrides government sent
their own forces to Santo then the French government would send French
troops from Noumea to support Vemarana and to oppose the New Hebridean
force.
In early June the British and French Governments sent troops to Port Vila
and in July these were sent to Luganville, but under the personal command of
the French Resident Commissioner, who promised that everything would be
resolved over the next few days in favour of the francophones and Vemarana.
On July 25th Vemarana held a large rally and signed mutual defence agree-
ments with the "governments" of seven other "independent" islands.
independence arrived on July 30th 1980 with Vemarana still not under
the control of the new Vanuatu government. However, the now independent
government called in troops from Papua New Guinea (PNG) and within a week
they had restored order in Luganville and elsewhere on Santo and in Tanna.
Subsequently, some 583 people were successfully prosecuted in Luganville
and 256, all New Hebrideans, in Tanna. One hundred and twenty seven foreign
nationals, including 110 French citizens and seven Americans, were deported.
While there were some positive consequences in New Hebrides and for
New Hebrideans of the political and secessionist activities in the period from
about 1970 to 1980, e.g. the use of Bislama was expanded and strengthened,
cooperation between Melanesian states was established and the movement for
the restoration, under kastom, of alienated land was strenghtened. there were
several negative consequences. For example, the tensions that had slowly
been developing between anglophone and francophone New Hebrideans were
exacerbated, francophone New Hebrideans had many of their leaders im-
prisoned and discredited, relations between the New Hebrides and French
governments were soured, the French government decided to maintain aid to
New Hebrides at a low level (and not to offer any new aid), the economy of
several parts of New Hebrides was damaged, the government had to pay out
large sums in compensation, in repair and reconstruction of government prop-
erty, and the government felt tnat it needed to spend a much larger proportion of
its budget than previously envisaged in the establishment of a proper army.
5.4 The condominium (1907-1980): education
In the condominium education was not placed amongst the common
services. For much of the condominium period education was left to the
missionaries but as conditions changed each of the two powers. Britain and
France, eventually developed distinct educational service in accordance with
their own practices.
Primary education was the first level of schooling that the two govern-
ments gave attention to.
The first French Residency primary school, the Ecole Publique, was
opened in Port Vila in 1916 for expatriate children. Over the next forty years, as
more and more French parents preferred their children to receive their primary
education close to their homes and francophone New Hebrideans wanted a
more formal education than that offered through the Catholic mission schools,
the number of French Residency schools expanded so that by 1956 there were
French Residency primary schools in Port Vila. Luganville, Lenakel on Tanna
and Lamap on Malekula. There was also a school for Tonkinese children in Port
Vila. These schools offered the same education as schools in France and, while
their teachers were recruited in the early years from New Caledonia or locally
from amongst qualified French citizens, gradually more were recruited directly
from France.
During the condominium, but more particularly from the end of the
Second World War, the Catholic Church switched to French as the Ml. A third
provider of French medium education were the French Protestants. In the mid
1950s, from their base in the Loyalty Islands in New Caledonia, the Federation
d Ensiegnement Libre Protestant started evangelical and educational work in
New Hebrides, concentrating their activities on north east Malekula and Tanna.
At the end of 1 968 the French Ministry of Education took over the French
Residency public schools and in 1973 confessional education was coordinated
with secular education so that by the mid 1970s the curriculum of all French
medium primary school education in New Hebrides was the same as in the
public primary schools in France. The Ministry and, when local responsibility
was resumed in 1973, the (French) New Hebrides Department of Education
both pursued a vigorous policy designed to create a francophone majority
amongst New Hebrideans with the aim of keeping New Hebrides within the
French orbit (Van Trease, 1987, p. 1 10). For example, they doubled the size of
grants to Catholic schools, made education in the French public schools free,
provided free meals to students, employed French contractors to build the
schools, equipped the schools on a lavish scale, supplied textbooks for each
student, provided enough money for schools to employ the appropriate num-
bers of ancillary staff (e.g. secretaries, bursars, groundspeople and cooks) and.
after the British Residency had taken control of most of the Protestant mission
schools in the early 1970s, paid salaries to francophone New Hebridean teach-
ers that were considerably higher than those paid by the British to anglophone
New Hebridean teachers.
The number of students in French medium primary schools increased
from, in 1956, 1,365 (535 in the public schools and 830 in the Catholic schools)
(Sanchez, 1980, p. 23), to 12, 975 in 1978 (Sanchez. 1980, p.24), and declined
slightly to 12,438 at the start of 1980 (see Table 5.1), i.e. just before indepen.
dence. Further, whereas in 1956 more students were at Catholic schools than at
government schools, by 1980 there were more French medium government
schools and more students in those schools than there were confessional
schools and confessional school students.
Table 5.1 French medium schools by control and enrolment in 1980
SCHOOL TOTAL ENROLMENT
CONTROL SCHOOLS Boys Girls Total %
Public 71 3,803 3,206 7,009 56.4
Catholic 33 2,556 2,428 4,984 40.0
Protestant 11 266 179 445 3.6
TOTAL 115 6,625 5,813 12,438 100.0
(Source: Vanuatu, 1981
,
Appendix A1)
The education of anglophone New Flebridean primary students during
the condominium was both similar to and significantly different from that sup-
plied to francophones.
First, in contrast to the situation for francophones, English medium pri-
mary schooling was supplied almost entirely by the missions until 1969. Thus,
in this year the missions controlled 163 of the 168 English medium schools and
taught 10,683 of the 10,986 anglophone primary school students. The two Brit-
ish schools, established from the 1950s, were for British expatriate children,
though, gradually, more and more New Flebridean students were admitted. The
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other three schools were controlled Dy Local Education Committees, which
came into existence in 1967.
Second, the number of suppliers of education increased, particularly
after the Second World War. Thus, by 1 969 the Presbyterians (with 58.5% of the
students) and Anglicans (14.5%) had been joined by the Churches of Christ
(9.7%), Seventh Day Adventists (9.7%), the British Residency (3%), Apostolic
Church (1 .2%) and the Spiritual Assembly of Bahai Faith (0.3%). in addition,
the Local Education Committees had 3.1% of the students.
The structure of control of English medium primary schools changed in
the 1970s. In 1959 the British Residency established the British National Ser-
vice Education Department and in 1960 the British Education Advisory Commit-
tee to advise on and coordinate developments in English medium education.
Over the next decade one consequence was that the British Residency started
to make grants to primary schools, i.e. schools became assisted (grant receiv-
ing) or unassisted (not grant receiving) schools. Another was to set up Local
Education Committees, which became District Education Committees in 1972.
to establish and manage secular schools. The process got under way slowly,
but by 1979 all English medium schools had become assisted or unassisted
schools. Of the assisted schools, 1 1 5 schools, with 73% of the students, had
passed from the control of churches, mainly from the Presbyterians, and were
run by District Education Committees, while 22 were still controlled by the
Anglican Church (13.4% of students) and two by the Apostolic Church. The
Seventh Day Adventists and the other smaller organizations opted to become
unassisted and had 9.8% of the students.
In English medium schools students paid fees. From 1972 the assisted
schools received a subsidy from the British Education Department. This paid the
salaries of the teachers and additional grants were received for equipment and
maintenance. The grants did not meet running costs and hence the local com-
munities built and maintained the schools, charged fees and raised additional
funds for the purchase of teaching and learning material for the students.
The curriculum in the schools was not based on that of the colonial
power, Britain. Rather, while there were strong links to the primary school cur-
riculum in New Zealand and New South Wales, for the most part the curriculum
was locally developed. Further, the missions moved in the 1950s from the use
of the natiolects and the two religious lingua francas, Mota and, in a few places.
Ngunese, to the use of English as the Ml.
Secondary schooling for New Hebrideans did not start until the 1950s.
when the first English medium and French medium schools were opened.
Different approaches to secondary schooling were taken by the British and the
French Residencies.
The first English medium school to offer formal studies for primary school
leavers, Onesua High School, was opened by the Presbyterians in 1953 with
12 students. This was followed by Maiapoa College, opened in 1966 by the
British Residency, St Patricks High School (1968. Anglicans). Ranwadi High
School (1968, Churches of Christ) and Aore High School (1972. Seventh Day
Adventists, being from 1980 the only unassisted secondary school). The British
Residency's view was that their school should be an academic school, while the
other schools should offer three years of pre-vocational training in various
fields. In the event all the mission schools quickly became academic schools,
the students sitting at the end of junior secondary schooling the same examina-
tions as the Maiapoa students for selection into a further three years of senior
secondary schooling at Maiapoa College. A sixth school, Epi High School, was
opened in 1980 by the newly autonomous New Hebrides government.
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Enrolments in English medium secondary schools were low in the 1950s
and 1960s and even in 1968, when there were four secondary schools, the total
enrolment was only 281. Enrolment gradually increased to 1,042 in 1978 and
dropped to 984 in 1980.
French medium secondary education began in 1956 with the introduction
by the French Residency of the sixieme (Grade 7) of the Cours Complementaire
at the Ecole Publique in Port Vila in 1956 and, two years later, in Luganville.
The next stage was when the College d'lnseignement Generate and the Col-
lege de Luganville were established in 1963 within the Ecole Publique in each
of Port Vila and Luganville. The numbers of students over the early years were
never high, there being only a handful per year in the first four or five years, and
only eleven students in the whole of the four years of the first cycle (Grades 7 to
10) in 1964. The teachers were primary school teachers who had the appropri-
ate academic background or interest.
In mid 1963 Mr Jacquinot, the Minister of State for Overseas Territories
and Departments stated that "The [French] government confirms to the popula-
tion of the New Hebrides the desire of France to continue to bring to them
the most prestigious of our belongings: French culture" (Sanchez
.1980, p. 46).
A multipurpose lycee, with initially all the classes from the 6th to the 3rd (Grades
7 to 10, the first cycle) and later all classes from the 2nd to the terminate
(Grades 1 1 to 13, the second cycle), a Cours Normal to train French and New
Hebridean men and women primary school teachers, and a centre for training
in the building and general mechanic trades, was to be the main means of
effecting this. The new lycee, with the College de Luganville as an annexe to it,
opened in 1967 under the control of the French National Ministry of Education.
In the early years the students were mainly French, Vietnamese, Wallis-
ian, Futunan and French Polynesian, but from 1975 onwards, when there were
107 New Hebrideans and 76 nonNew Hebrideans. New Hebrideans outnum-
bered other francophone students. The number of New Hebridean students
gaining the Brevet des Etudes de Premier Cycle at the end of Grade 10 rose
from 2 in 1973 to 23 in 1977.
In regard to the second cycle (i.e. Grades 1 1 to 1 3) in the years 1 968 to
1978 inclusive 92.3% of the students were nonNew Hebrideans. In fact, it was
only in 1974 that the first New Hebridean student was admitted and the number
of New Hebridean students reached a total of 10 by 1978. The number of
students presenting themselves for the Baccalaureat examination was only 37
in the four years 1975-1978. Of these only 4 were New Hebrideans and of them
only two passed. It should be noted though that some New Hebridean students
were able to attend lycees in Noumea and it is reported that, in this predomi-
nantly French medium environment, ten New Hebrideans passed the Bacca-
laureat there between 1968 and 1978 (Sanchez, 1980, p. 123).
The curriculum in the lycee was the same as that of similar institutions in
France, though with two modifications. First, it was recognized that, in regard to
the French language, New Hebridean students had more difficulty than did
students for whom French was the LI . Thus, from the start of 1 972, a special
"frangais vivant" course, that gave students more hours learning French than
those in schools in France, was introduced. Second, it was realized that French
was in fact only the classroom language and was replaced by Bislama once the
students left the classroom (Sanchez, 1 980, p. 91 ). Various steps were taken to
try to encourage the students to use their French in nonciassroom contexts, e.g.
videos were copied so that day students could take them home and use them
there and, for boarding students, a collection of periodicals and newspapers
was made, with teachers being available in the evenings to help the students
better understand what they were reading.
Technical and vocational education developed differently in New
Hebrides for anglophone and francophone New Hebrideans.
For anglophone and francophone New Hebrideans much practical and
prevocational schooling had been offered through the mission primary schools.
Further, in the 1960s and 1970s several training centres were opened, e.g. the
Catholics opened the Senta Blong Lukaut Plantesen in Santo ini 972 and the
Banks and Torres Community Development Centre was opened in 1972 in
Mota Lava. In addition, New Hebrideans were able to study, from 1970, at
various government training institutions, e.g. the agricultural school at Tagabe.
run by the Department of Agriculture. All of these vocational centres and
schools, enrolling both anglophones and francophones, were conducted in
Bislama and offered low level, practical, noncertificate training in various
occupations.
For anglophone New Hebrideans who had been successful at primary
school there were no formal vocational training facilities in New Hebrides.
However, some were selected to study overseas in Australia. Fiji, New Zealand,
Papua New Guinea, Solomon Islands, Britain and elsewhere for vocational and
technical courses.
For francophones, some students completing the six years of primary
school were able from the mid 1 960s to undertake two further years of part time
study in the classes practiques. From 1970, others were able to enter vocational
courses at the Port Vila lycee in the section known initially as the College d'En-
seignement Technique (CET) and. from the late 1970s, the Lycee d’Enseigne-
ment Professionnel (LEP). Enrolments of New Hebrideans students in the Cer-
tificat d'Aptitude Professionelle, in fields such as building, masonry, carpentry,
general and auto mechanics, electrician and office practice, at the CET/LEP
increased from 19 in 1970 to 172 (plus 5 in the third year diesel specialization)
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in 1980 (Sanchez. 1980). In addition, in 1980, 15 New Hebrideans were en-
rolled in the Brevet d'Enseignement Professionel for bookkeeping and steno-
graphy, 28 were enrolled in the Melanesian Arts and Crafts course and 16 in
the preliminary nursing course. All the courses, except those in nursing and arts
and crafts, lead to French statal Qualifications but very few New Hebrideans
were abie to pass the examinations to become qualified tradespersons. artisans
and the like.
During the Condominium the provision of teacher training varied con-
siderably amongst the missions and the two Residencies by level of education
and through time.
Throughout the first sixty years of the condominium all anglophone mis-
sions trained their own primary school teaching staff. The Presbyterians con-
tinued with Tangoa Teacher Training Institute, as the Training Institution for
Native Teachers and Pastors came to be known and, with a curriculum that
gradually changed from 1895 to the 1960s from theological to pedagogical
concerns, graduated annually between sixteen and twenty five mission teach-
ers. only males in the early years but, in the later years, both men and women.
The successful students received a graded teaching certificate, were sent to
teach both adults and children in their respective communities and received
salaries based on the grade of their certificate. In contrast the Anglicans con-
tinued their teacher training on Norfolk Island until 1919, when they transferred
their mission headquarters and training center to Siota in Solmon Islands. Other
anglophone missions also trained their mission teachers overseas.
In 1962 the British Residency opened Kawenu Teachers College (KTC).
It offered a three year teacher training certificate course in English to trainees
from the various English speaking missions (leading to the closure of the teach-
er training courses at Tangoa Teacher Training Institute), who had successfully
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completed Grade 9. In 1977 the course, now at Malapoa College, became a five
year diploma course, conducted under the auspices of the Institute of Edu-
cation at USP, for students who had passed Grade 9. In 1980 the course was
transferred to the New Hebrides Teachers College, with two entry levels: stud-
ents with Grade 9 could enter a three year certificate course while students with
Grade 1 0 could enter the five year diploma course. British Residency sponsored
primary teacher training produced between 14 and 24 primary school teachers
each year from 1962 to 1980.
French medium primary teacher training started for mission teachers at
the Ecole des Catechistes of the Ordre du Sacre-Coeur at Montmatre in 1903
with the Catholic Mission training indigenous New Hebrideans to work in the
Catholic mission schools throughout the country, The Ml was French. Mont-
matre continued in this way until the end of 1979 when its teacher training
functions were transferred to the Ecole Normale.
Throughout the condominium period the French Residency recruited
trained teachers from France, New Caledonia or French Polynesia for the
increasing number of secular French medium primary schools. The teachers
were helped by untrained francophone New Hebridean assistants who learnt
on the job. In 1962 and 1963 the French Residency developed a course and
gave, to those assistants who had gained the Certificat d'Etudes Primaires
[CEP], regular training, both theoretical and practical, at the Section Normale in
Port Vila. The Catholic Education Service became interested in this training and
some of their teachers were allowed to participate in these short courses.
From the start of 1964 a one year, full time Cours Normal for New
Hebrideans with the CEP became available. After graduation, the moniteurs
were placed in French medium mission schools. In 1972 this course became a
two year course for holders of the CEP. The first year consisted of general
training and consolidated the students knowledge of French, mathematics and
geography. The second year was directed towards learning the content of and
the pedagogy for the cours or grade to which the teachers would be posted. In
1974 the Cours Normal was restructured and recruitment took place at two
levels: (a) a three year course for those who hao passed the cinquieme (Grade
8) and (b) a one year course for those who had passed the troisieme (Grade
10). After a successful one year internship students gained the Diplome de Fin
d'Etudes du Cours Normal.
From 1964 to 1979 some 392 francophone New Hebrideans were
trained as moniteurs (Sanchez ,1980, p. 86), 241 being trained through the
programs attached to the primary schoois and 151 being trained through the
courses at the lycee (Sanchez. 1980, p. 123).
No secondary teacher training was undertaken in New Hebrides. All
anglophone secondary school teachers were trained overseas. The teachers
for Malapoa College were almost invariably recruited from Britain, while the
mission secondary schools gradually changed from expatriate staff, mainly from
Australia and New Zealand, to New Hebrideans staff from the mid 1960s.
Almost all French medium secondary school teachers were recruited from
overseas, usually from France and New Caledonia.
5.5 Changes in the use of the various languages (1907-1980)
During the condominium there were considerable changes in the use of
the various languages in New Hebrides. Comments are made in regard to the
natiolects, the two colonial languages and Bislama. in the schools and in the
society.
From 1907 to the late 1970s the natiolects were favoured and used in
most instances in both anglophone and francophone missions' religious
activities. The Bible and its pans continued to be published in these languages,
e.g. a revised edition of the New Testament in Mota was published in 1931. the
New Testament in Sie was published in 1909, in Whitesands in 1924, in Paama
in 1944, in Sakao in 1949 and in Malo in 1954, and the Bible was published in
North Efate in 1972. In addition the production of a wide variety of religiously
oriented materials continued throughout this period.
However, in the schools the situation changed and natiolects gradually
gave way to English or French, so that by the 1 950s either English or French
was the Ml in each school. The experiences of the Anglicans indicates the dif-
ficulties the missions had in changing their languages. Mota had been estab-
lished as the language of the Anglican church in the 1860s, but at the Bungana
Conference at Nggela in Solomons Islands in June 1911 some Anglicans
wanted to do away with Mota as it did not resemble the languages of Solomon
Islands and to replace it with English and perhaps pidgin. The proponents of
Mota argued that its continued use preserved the unity of the church in Solo-
mon Islands and New Hebrides. The proponents of English argued that Mota
was backward looking, lead to nothing, impeded the expansion of the church,
and the modernity, secular knowledge and opportunities to study overseas that
young people wanted could be better met through the use of English. The
proponents of "pidgin" (i.e. Bislama in New Hebrides and Pijin in Solomon
Islands) argued that it was spoken by everyone and that the church should use
it. It was decided that Mota should continue as the language of the church and
instruction. However, the Maravovo Conference in 1916 decided that English
should became the Ml at the mission schools and at Norfolk Island. In 1918 the
decision was reversed and Mota was reintroduced. In 1932 the 1918 decison
was reversed and English was reintroduced as the Ml. It seems though that the
decision was not implemented immediately as Lini (1980) has stated that he
started schooling in Mota in the early 1950s but switched to English soon after.
Though it is clearly the case that natiolects were frequently used
informally in the early grades in the primary schools after English and French
became the Mis, there seems to be only two instances where a natiolect was
formally reintroduced into a primary school. These were their use by the
Seventh Day Adventists in some of their schools (Charpentier and Tryon, 1982,
p. 158) and with the production of three or four initial readers in Nduindui for
use in the English medium government primary school at Nduindui (New
Hebrides, 1976).
The abandonment of the natiolects meant that by about 1965 all primary
and secondary schools were either English or French medium. However, there
appears to have been little recognition by the authorities that the other lan-
guage was also a language that New Hebrideans would want also to learn. It
seems that it was not untill 975, when a iycee teacher introduced an English
language program into a classe de cours moyen in the Ecole Publique in Port
Vila, that francophone primary school students were able to learn English. The
program lasted for two years and was not repeated. The British do not seem to
have introduced French to anglophone primary students. Similarly, at the
secondary level it seems that no action was taken until 1976. In that year two
English speaking teachers were appointed to the Iycee at Port Vila to teach
English to francophone students and two teachers from the Iycee were placed
in Malapoa College to teach French to anglophone students. These programs
continued and the two subject languages became part of the curriculum of the
two institutions.
Throughout the first sixty years ot the condominium, Bislama was seen in
negative terms. For example, one writer characterized Bislama as follows:
Bislama is a fine example of a muddled language. It has as its base a
smattering of bastard, redundant English, with a sprinkling of French
words and what cannot be supplied from either of these sources is takenfrom whatever native dialect is nearest. The result is amazing, amusing
and confusing, but is more or less understandable by both black and
white, so serves its purpose" (Woodburn, 1944, p. 49).
It was regarded as a language that could not express subtle thoughts or handle
the civilization and technology that were being brought into New Hebrides by
the colonialists. It was seldom favored as a language for education and seldom
became the Ml, though it is clear that it was often used by the students in their
interaction in and out of class.
Changes also took place in the use of the languages in other domains.
Data is not available for most of the period of the condominium, but using the
schema developed by Charpentier and Tryon (1982) and combining their in-
sights with those of others, the use of the various languages by New Hebride-
ans can be characterized for fourteen domains, for two times, 1970 and mid
1 980 (see Table 5.2), thus enabling estimates to be made of the changes in use
in the ten years prior to independence.
In oral communication, natiolects were used most of the time in 1970 and
in mid 1980 in village life, at home, in local songs and in oral traditions, were
used frequently in church hymns and were occasionally used in urban life. In
religion there was a decline in the use of natiolects from 1970 to mid 1980. The
two colonial languages, English and French, were used for most of the time in
foreign communications and occasionally at home and in politics in both 1970
and mid 1980, but declined somewhat from 1970 to mid 1980 in frequency of
use on the radio, in religion and in hymns. English and French were used
Tab|e 5.2 The use^by New Hebrideans of selected languages in 1 970 and
ORAL WRITTEN
DOMAINS r4 E & F B N E & F R
1970 MID 1970 MID 1970 MID 1970 MID 1970 MID 1970 MID
1980 1980 1980 1980 1980 1 980
Village life 3 3
At home 3 3 1 1 1 2
Radio 3 2 2 3
Local songs 3 3 1 2
Church hymns 2 2 2 1 2
Urban life 1 1 3 3 3
Emgloyment 1 1 2 3 3 2 1 3
Politics 1 1 3 2 3
Religion 3 2 3 2 3 3 2 1 1 3
Oral tradition 3 3 1 1 1 1 1 1
Advertizing 1 3 1 2
Foreign corns 3 3 1 3 3 2
Letter writing 2 2 1 1 2
Newspaoers 2 2 2
KEY
3 - considerable use 1 = occasional use
2 = frequent use corns = communications
SOURCE Modified from Charpentier and Tryon (1982).
occasionally in employment while by mid 1980 both English and French were
being used occasionally in advertizing.
Changes in the oral use of Bislama in most domains over this period are
markedly different to those in the other languages. From 1970 to mid 1980 the
use of Bislama remained high in urban activities and increased to considerable
use in employment (particularly in government service) and on the radio. Fur-
ther, it changed from occasional use to frequent use at home and in local songs
Moreover, by mid 1980, Bislama was being used in six domains that for all in-
tents and purposes it was not being useo in 1970. Thus, with the increased
external migration by New Hebrideans, particularly to New Caledonia, Bislama
was occasionally used in telephone conversations. With increased intrastatal
migration and urban life Bislama became occasionally used for oral traditions
and frequently used in church hymns. With the increase in state-wide activities
Bislama became used for much of the time in politics and in advertizing, and.
with a changed attitude towards Bislama. it became used much of the time in
religion.
Over the ten year period there were some changes in the written use of
the natiolects, English and French in the different domains, but significant
changes in the use of Bislama. From 1970 to mid 1980 the natiolects were
frequently used in letter writing and occasionally used in recording oral trad-
itions, and declined from being used much of the time to being frequently used
in religious writings. The use of English and French did not change in several
domains, being used much of the time in the foreign communications domain,
frequently used in the various newspapers and newsletters, and occasionally
used in religion, oral traditions and letter writing. These two languages declined
from being used much of the time to being frequently used in the employment
domain, declined from frequent use to, in effect, no use in politics and moved
from no use to occasional use in advertizing.
The written use of Bislama increased in this period. By mid 1980 it was
being used occasionally for recording oral traditions, and had changed over the
decade from occasional use in employment to considerable use. In four other
domains, i.e. advertizing, foreign communications, letter writing and news-
papers, Bislama was not used in 1970 but was frequently used in mid 1980,
while in three other domains, urban life, politics and religion. Bislama became
used much of the time.
When comparing usage in 1 970 with that of mid 1 980 it is clear that many
factors were involved in bringing about these changes. Amongst these were the
following: large scale intrastatai migration, the movement towards indepen-
dence and the development of New Hebrides political parties with members
and supporters who did not speak much English, the need for a New Hebridean
lingua franca, the growth of the urban centres of Port Vila and Luganville, the
increased educational levels of New Hebrideans, the increased employment of
New Hebrideans in government and commercial activities, the increased size
and frequency of newspapers, the New Hebrideanization of the churches, the
widespread use of Bislama hymn books, such as Ol sino blona nvu laef the
publication of a Bislama-English dictionary (Camden 1977), the work on the
translation of the New Testament into Bislama in the 1970s by the New
Hebrides Christian Council (Anglicans, Assemblies of God, Churches of Christ,
Presbyterians and Seventh Day Adventists), and the publication of Nvutesta-
men in 1980. In addition, Bislama had gradually become creolized to the extent
that for perhaps 8% of the population it had became their first language by mid
1980 (Charpentier and Tryon, 1982, p. 151).
When the independence constitution was promulgated, there were two
clauses on languages. Article 3 read:
( 1 ) The national language of the Republic is Bislama. The official lanquaaes” F,snth
' Tta» « •"”»»
(2 ) The Republic shall protect the different local languages which are part ofthe national heritage, and may declare one of them as a national
language" (Vanuatu 1980).
What has happened to the use of the languages in society and in
education since independence on July 30th 1980 will be surveyed in the next
Chapter.
CHAPTER 6
LANGUAGE, SOCIETY AND EDUCATION
IN VANUATU, 1980 TO 1991
The concern of this chapter is with what has happened with the uses and
statuses of Bislama. English, French and the natiolects, in both the society and
education, in the eleven years from independence on July 31st 1980 to late
1991.
6.1 Language planning in Vanuatu
Since 1980 there has been some language planning activity in Vanuatu.
This has taken various forms: conferences on language planning and their
attendant resolutions and recommendations, the Report of the Education Com-
mission, statements by government ministers, and suggestions, of varying
degrees of sophistication, by individuals. These activities will be now surveyed.
The first conference, the Vanuatu Language Planning Conference, was
held in July 1981 in Port Vila. The Conference recognized the value of French
and English for Vanuatu but saw that "the real problem was that of redressing
the imbalance created during the colonial period in which the major emphasis
had been given to encouraging the languages of the two metropolitan powers"
(Pacific Churches Research Centre, 1981, p. 4).
Opening the conference Prime Minister Lim stressed the importance of
developing Bislama as the main language of communication within Vanuatu
and the value of the natiolects as pan of Melanesian culture, and indicated
government support for appropriate recommendations regarding the develop-
ment of Bislama. Minister of Education Kalpokas stated that all children in Vanu-
atu should have a good grounding in at least one of the colonial languages and
that work was beginning on the development of a national curriculum to be
taught in both English and French so as to unify the whole system. He also
stated that the role of natiolects and Bislama in education would have to be
investigated more fully.
The conference agreed to several recommendations on a variety of
topics, e.g. the increased use of Bislama and natiolects in law, the courts and
the media, the study of the natiolects and the introduction of orthographies and
the production of grammars and dictionaries for them, the establishment of a
committee to organize the writing of a monolingual Bislama dictionary, the in-
creased use of Bislama in communication with other Melanesian states, and
increased Government support for the training of Bislama translators for Par-
liament, the radio and the newspapers.
For the schools the conference envisaged a change in the use of lan-
guages. For the first four grades the Ml should be either the natiolects, with
Bislama as a subject, or Bisiama. In Grades 5 and 6 Bislama should be the Ml
and either English or French should be a CS. In the secondary schools either
English or French should be the Ml and the appropriate natiolects and Bislama
should be CSs.
Shortly after the conference, J. Fasquel, an adviser in the Ministry of Edu-
cation, accused the above conference of not considering the position of French
in Vanuatu (Fasquel, 1981, p. 3), and argued that a strength of French medium
education in Vanuatu is the positive results it brings to NiVanuatu and to France
(Fasquel, 1981, p. 4), though these results are not specified. Fie suggested that
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there is a widespread repugnance for using Bislama in the schools because it is
a broken English that is gradually becoming less and less distinct from basic
English (Fasquel 1981, p. 8), is unable to deal with technical questions, has an
inadequate grammar, is not a written but a spoken language and interferes with
the learning of English by secondary school students (Fasquel. 1981. p. 10). His
viewpoint on natiolects is contradictory. On the one hand he says that to intro-
duce natiolects would be impossible as too much work is needed to prepare, for
example, grammars, materials and methodologies, for them and that "a nostal-
gia for the past" is an inadequate basis for learning for the modern world (Fas-
quel, 1 981
,
p. 1 1 ). However, on the other hand, in putting forward his own plan
about the place of the various languages, the natiolects play an important role.
In brief his plan is to start with the natiolects as Mis, to introduce the first
colonial language in Grade 1 or 3, introduce the second colonial language in
Grade 5 or 6, and, in secondary school, continue the first colonial language as
the Ml and the second colonial language as a CS. The natiolect would be
retained in the primary school and the secondary school as the Ml for a subject
to be called Environmental Studies (Fasquel, 1981, p.21 ), i.e. a combination of
geography, natural science, domestic science, useful knowledge and the natio-
lect itself (Fasquel, 1981, p. 23).
A year later, in April 1982, in the parliamentary debates, it is reported that
a majority of members, both in the government and the opposition, favored the
introduction of Bislama as either a Ml or as a CS (Thomas, 1990, pp. 244).
In that same year the Government set up an Education Commission for
which the first term of reference was to report on "the language or languages to
be used at various stages of instruction" (Vanuatu, 1982d, p. 1).
The Commission in its report (Vanuatu, 1983d) noted that many NiVanu-
atu and others thought that for initial schooling the use of the natiolects had the
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following advantages: there was already very strong parental support for initial
schooling, and learning to read and write, in the natiolect: the students would be
comfortable in the new, more organized environment; learning would be con-
tinued without a break; students would not become alienated from the home,
their parents and their family; and students would learn the culture and tradition
of their own nation and would not become rootless. They also noted that there
was considerable opposition to the use of natiolects in education. This took the
following forms: (a) the natiolects are restricted in nature, with limited vocabu-
laries and a limited world outlook, (b) the costs would be high in that there were
not enough teachers willing to go to and stay in their own national areas to
teach in the natiolects, special training would be needed to enable teachers to
teach successfully in the natiolects, and textbooks and other materials would
have to be prepared, and (c) as the students needed to learn other languages
why not start those others as early as possible.
In regard to Bislama the Commission noted arguments that there are
several dialects, there is no standard form and orthography, the spoken quality
is still not high, it is still a restricted language in some respects, and it is of little
value outside Vanuatu and of no value outside Melanesia. The Commission
also noted that some believed that learning and knowing Bislama could inter-
fere with learning English and therefore if it is used in primary schools it could
impede or retard the academic development of students. On the positive side
the Commission noted that Bislama is the bridge between the various national
communities in Vanuatu, the language of the urban areas, probably the domi-
nant language of religion, the principal language of government and politics
and. in spite of its limitations, the most significant element in the development of
statal unity (Vanuatu. 1982d, 16).
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On the matter of students learning English or French the Commission
noted (a) the difficulty experienced Dy students in learning one of the colonial
languages, more specifically those in the villages where most often the only
source of the language was teachers, (b) the loss over the years of the limited
fluency that primary school teachers had in the language, with the consequence
that there was an increasing tendency for teachers and students to use the
natiolect, if the teacher was from the area, or Bislama if not from the area, (c) the
inappropriate LI pedagogy, rather than foreign L2 pedagogy, being used with
students, and (d) the inadequate supply of textbooks and materials (Vanuatu.
1982d, pp. 17 and 18). In regard to students learning both English and French
the Commission noted that this objective was widely supported but was quite
unrealistic in the foreseeable future. "Real bilingualism (referring to European
languages) appears a long way off" (Vanuatu, 1982d. p. 19).
From the forty two recommendations that the Education Commission
made, the following (giving the most relevant Recommendations) indicate the
Commission's view, in regard to LMIs and LCSs, on the structure of Vanuatu
education:
(a) initial schooling should be in the natiolects wherever this is possible
(Recommendation 3);
(b) either English or French should be introduced orally to students during
initial schooling (Recommendation 18);
(c) in the later years of primary schooling, the Ml should be either English or
French, according to the language complexion of the community
(Recommendation 6);
(d) a second colonial language should not be introduced into the primary
schools (Recommendation 19);
(e) in secondary schools one European language should be the Ml and the
other one should be a CS (Recommendation 7); and
(f) the natiolects and Bislama should be used to support teaching at all
levels when required (Recommendation 5).
The Education Commission also recommended that in secondary
schools L2 pedagogies and courses replace LI pedagogies and courses
(Recommendation 32), and that the possibility of using the resources of INTV for
training English speaking NiVanuatu be carefully examined (Recommendations
37 and 43).
Later in the same year, 1982, the First National Development Plan was
published. In this the government of Vanuatu stated that a common curriculum
for Grades 1 to 6 and Grades 7 to 13 would be developed in French and
English (Vanuatu, 1982d, p. 219), and a common system of examinations would
be instituted (Vanuatu, 1982d, p. 223).
Still later in that year, the Education Commission forwarded its report to
the government but it was not released for public perusal. However, Minister of
Education Kalpokas issued a short document which contained three relevant
statements. First, the Minister stressed the need for a common curriculum in the
schools, irrespective of which language was the Ml. Second, in partial opposi-
tion to Recommendation 19 of the Education Commission, the Minister stated
that "research [is] to begin in the advisability and means of introducing a second
metropolitan language at a suitable stage in the primary school" (Vanuatu,
1982e, p. 3). Third, in opposition to Recommendation 3 and in partial agree-
ment with Recommendation 4 of the Commission, the Minister suggested that
natiolects "will be better suited to areas concerned with custom (story, legends,
history of the country, etc) and with traditional and artistic activities" (Vanuatu,
1982e, p. 4), though he did not specify which levels he was referring to.
At the 1983 election the VP stated that they would encourage each cul-
tural grouping to maintain its respective cultural identity and to encourage cul-
tural tolerance amongst different ethnic and language groups living together in
the community (Vanua-aku Pati, 1983, p. 13). Further, the VP stated that the Ml
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m the schools will be English or French and the local natiolect where appropr-
iate, and that primary teacher education would be conducted in either Enolish.
French or Bislama (Vanua-aku Pati, 1983. p. 10). What was meant by "identity"
and "appropriate" were not made clear.
In 1984 the conference. Pacific Languages: Directions for the future/
Langues du Pacifique: Orientations pour I’Avenir, was held in Port Vila. At this
Acting Prime Minister Regenvanu. stated that "Bislama ... is the language
which unites us in Vanuatu, not only among ourselves, but also with almost
three million of our ’wantoks', or language mates, in Papua New Guinea and
Solomon Islands (in Crowley (ed), 1984, p. 8). The conference agreed, in
Resolution 1
,
that
"the various Pidgin languages of Melanesia [Bislama (Vanuatu), Pijin
(Solomon Islands) and Tok Pisin (Papua New Guinea)] should be given
official status by introducing and encouraging them in school curricula
and attempting to have internal standardization in each country, with the
view to eventually having external standardization of a variety to be used
throughout Melanesia" (in Crowley (ed), 1984, p. 32).
They further agreed, in Resolution 4, that natiolect pilot projects should be
established throughout Melanesia, with the long term view of having some
education in the natiolects. However, Mrs G. Molisa, of the Office of the Prime
Minister of Vanuatu, is reported as saying "that when it comes to unifying the
curricula under two languages, this will be perhaps the best time for the govern-
ment to seriously consider the role of the vernaculars [i.e. natiolects] and Bisla-
ma" (in Crowley (ed), 1984, p. 12).
In December 1985 UNESCO sponsored a regional workshop in Port
Vila, entitled "Language development in Melanesia". The workshop covered a
range of language topics, of which three were: Melanesian Pidgin (i.e. Tok Pisin
(Papua New Guinea), Pijin (Solomon Islands) and Bislama (Vanuatu) con-
sidered as one language with three dialects), the natiolects, and the place of
Bislama and the natiolects in, specifically, primary education in Vanuatu.
The Workshop was presented with data that showed that there were at
least 1 ,500,000 speakers of Tok Pism, 180,000 speakers of Pijin and 90.000
(out of an estimated population of 120,000) speakers of Bislama in Vanuatu,
giving a total of just under 1 ,800.000 speakers of Pidgin. They also noted that
for approximately 1 00,000 speakers of these languages Pidgin is their first
language (Crowley and Lynch, 1 986, p. 8), i.e. the three pidgins have become
creolized.
The Workshop heard arguments that in spite of different developments in
the three dialects it is essential for the future of Pidgin that a standard ortho-
graphy be developed, be agreed to by the principal policy makers, and be used
in all important spheres, such as education, media and law (Crowley and
Lynch, 1985, p.37). They noted that, with a standard orthography, pronunciation
would vary from locality to locality, as would some of the vocabulary, and that
some of the vocabulary variation could be minimized if a vocabulary standard-
ization committee could be set up, particularly for lexical development on as-
pects of the modern world, e.g. politics, education and engineering (Crowley
and Lynch, 1985, p. 39).
As one factor hindering the flourishing of Pidgin is the widespread
negative beliefs about it, the Workshop was encouraged to think of the positive
aspects of Bislama: "the grammar of Pidgin is quite complex - certainly complex
enough to allow first-language Pidgin speakers to express, grammatically, the
same kinds of thoughts and relationships as first-language speakers of other
languages" (Crowley and Lynch, 1985, p. 66); Pijin is used for serious activities,
e.g. the parliaments of Papua New Guinea, Solomon Islands and Vanuatu are
conducted in Pidgin, universities in Papua New Guinea allow students to write
in Pidgin if they prefer it over some other language, and, at the USP Centre in
Vanuatu, a university credit course, Introdaksen long Stadi blong Bislama. has
been conducted in Pidgin (Bislama) from 1984 onwards; and Melanesians
themselves are actively developing and spreading Pidgin.
The Workshop also discussed the natiolects and heard arguments for
and against their use in schooling. It was noted that Melanesians also have
similar negative beliefs about their natiolects (Crowley and Lynch, 1985. p. 70).
As with Bislama the Workshop was asked to think positively about the natio-
lects, e.g. three Melanesian natiolects - Ajie, Drehu and Nengone - were being
taught after Grade 9 in New Caledonia to meet the obligatory modern lan-
guages requirement of New Caledonian education (Crowley and Lynch, 1985
p. 89), materials do exist, though most need to be modified for school use. and
teachers can be trained to teach in and about the natiolects. Further, while there
are about 1 ,000 natiolects in the three states and New Caledonia and the
situation in secondary schools would be difficult, it should not be difficult to
proceed in primary schools as most students there use only the one natiolect
The Workshop supported preschooling and Grade 1 in the natiolect or, if
it is the language of the children, Bislama (Crowley and Lynch, 1985. p. 25).
The basic educational assumption was that reading and writing skills must be
acquired in a language that the students know orally. Several advantages with
using the relevant natiolect were seen: it enables the students to have a better
understanding of, and participation in, what was happening at the school; it
allows a high local input in methodology, staffing and curriculum; it allows
traditional culture to be learnt; it gives the natiolect higher status; it allows statal
control over the curriculum; it does not increase the number of years of school-
ing; it permits quality control over teachers and methods; and it allows statal
financial support.
The Workshop was of the opinion that when the natiolect was the Ml and
students were learning to read and write in it, students should also be learning,
but only orally, one of the colonial languages. They also considered when the
change from the natiolect to one of the two LWCs, English and French, as the
Ml, should occur. Three alternatives were considered (Crowley and Lynch.
1 985, pp. 27-29), all of which assumed that in Grades 1 and 2 the natiolect (or
Bislama for those for whom it was their first language) was the Ml and a colonial
language was taught orally. These were:
(a) to make a sudden changeover, i.e. Grade 3 and all subsequent qrades in
the relevant colonial language;
(b) to compartmentalize the changeover, i.e. from Grade 3. the sociocultural
and historical subjects would be taught in the natiolect and the science
subjects and mathematics in the relevant colonial language; and
(c) to gradually changeover, i.e. from Grades 3 to 6 the natiolect would be
phased out and the relevant colonial language phased in.
Apart from its limited use in Grades 1 and 2 the workshop did not recommend
that Bislama should be studied elsewhere in the curriculum, nor did they
recommend that the natiolects be continued beyond the end of Grade 2.
At the 1987 election the VP reiterated its commitment to the maintenance
of the identity of each cultural group and to having English or French, and the
local natiolect where appropriate, as mediums of instruction in primary schools
(Vanua-aku Pati, 1987, pp. 12-13 and 17). Yet again what was meant by "iden-
tity" and "appropriate" was not made clear.
In 1988 the Australian National Commission for UNESCO sought to
ascertain how it could help Vanuatu and other Pacific states. In Vanuatu Min-
ister for Education Regenvanu identified language policy, language research
and literacy work as the areas in which UNESCO could provide assistance. He
is reported as stating that "although the schools are encouraged to use verna-
culars [natiolects] at the earliest schooling levels they lacked materials, man-
power and resources" (Lo Bianco and Wilson, 1988, p. 74). The PLU at USP in
Port Vila reported that Bislama tends not to be greatly encouraged by the
government, despite being the only language that unites the whole state, while
English and French are promoted (Lo Bianco and Wilson, 1988, p. 75)
In 1 989, Early, of the SIL, presented a paper to a seminar at USP in Port
Vila. He pointed out (Early, 1989. pp. 1 and 2) that Bislama is used nine years
after independence for many important functions throughout the state, that it has
a high status amongst NiVanuatu and that literacy in Bislama is higher than
literacy in the natiolects. He also pointed out that loyalty to the natiolects and
concern for their development was also strong. He saw the natiolects and Bis-
lama as in competition with each other for some functions, particularly in the
religious domain. With this as background he presented the arguments in favor
of maximality and optimality (see Subsection 2.3.6) and. in rejecting a com-
promise, came down strongly in favor of the maximal position. That is, Early
believed that everything possible should be down to ensure that every NiVanu-
atu has access to the Scriptures in his or her own natiolects.
In 1990 the Second National Development Plan (1987-91) was released.
Three language-in-education issues were commented on. First, the plan stated
that, in spite of diminishing attention to traditional values and structures a major
cultural aim was to conserve in the villages and through schooling all that is
positive in the many cultural traditions of Vanuatu (1990a. pp. 9 and 437).
Second, the plan noted that the use of a natiolect or Bislama as Mis in primary
schools would give scope for the amalgamation of small French and English
medium primary schools which exist in close proximity to one another (Vanuatu
1990a, p. 421). Third, the plan noted that once primary school teachers are
posted to rural schools they have little contact with others who speak the rele-
vant language, lose the ability to teach effectively in the language and lose in-
terest in developing their language skills (Vanuatu, 1990a, p, 421). No suq
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tions were made as to how to deai with these issues.
Two years later, Thomas (1992) drew attention to "the negative attitudes
and inherited prejudices which have so far proved insurmountable obstacles to
a reappraisal of language policy in Vanuatu" (Thomas, 1992. 256) and hoped
that the time has come when new approaches could be implemented.
In contrast to all previous commentators Thomas made Bislama the main
language in his "language-in-education plan" (Thomas, 1992. p.254). The fol-
lowing summarizes his plan.
(a) In Grades 1 and 2 Bislama would be the Ml in all schools though in
schools where the students spoke the one natiolect that natiolect wouldbe used for initial literacy.
(b) In Grades 3 and 4, the Ml would be Bislama, and the relevant natiolect
and either English or French, taught as a foreign language, would beUoS.
(c) In Grades 5 and 6 the natiolect would continue as a CS, and Bislama and
the colonial language that was taught as a CS in Grades 3 and 4 would
both be Mis, taught by L2 teaching methods. The other colonial lanquaqe
would be a CS. y
(d) For Grades 7 to 10 Bislama and either French or English would be joint
Mis, and the other colonial language would be a CS.
(e) In Grades 1 1 to 13 either English or French would be the sole Ml, and
both Bislama and the other colonial language would be CSs.
Thomas claimed that his approach has three points in its favor. First, it
provided more flexibility towards learning the languages than did the inherited
system. Second, it raised the status of Bislama, which is acknowledged by all as
the major factor unifying the various nations in Vanuatu, thus accelerating the
development and strengthening of staticity. Third, it raised the status of Bislama
with the consequence that the language would, to its advantage, develop fur-
ther in all domains and registers.
In the same year that Thomas's paper was published, the UMP accused
the Vanuatu government of closing francophone schools. With the heading
Bigfala discriminesen long ol francophones"
1
the UMP wrote:
Constitution i maintain Franish mo Inglish lanwis insaet Ripablic blong
Vanuatu. Em i was stamba tingting we teday VP Socialist Gavman i nomo
rispectem from em i stap satem slow slow plenty national pati we teday
em i bikam VP. Constitution i protectem tugeta lanwis but afta indepen-
dence, tru plenty kruket fasin VP Socialist Gavmen i forsem ol parents
blong putum ol pikinini blong olgeta long Inglish skul" 3 (Union Moderet
Pati, 1990, p. 1 1).
The UMP went further, accusing the VP Government of causing franco-
phone educational standards to decline: the government "em i distroem system
we i stap nao slow slow standard blong Franish skul long primary mo second-
ary skul i fuldaon"3 (Union Moderet Pati, 1990, p. 12).
In what ways does all this language planning activity relate to what has
been happening to the use of the various languages in Vanuatu society and in
education. More particularly, has all this activity had any impact on language
use in society and education. These themes are taken up in the following two
sections.
"Large scale discrimination against francophones"
2
"The constitution specifies English and French as the languages of Vanuatu.
It is noticable that the socialist VP government is gradually closing down
many French medium schools. To close the French medium schools is the plan
of the party that is today the VP. The constitution protects both languages but
since independence, in an underhand way, the VP socialist government is
forcing parents to put their children into English medium schools".
3
"is destroying the system with the standards of French medium primary and
secondary schools gradually declining".
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6.2 Language use in Vanuatu society
Since independence there have been some changes in the use of the
languages. Several domains will be iooked at.
At independence Vanuatu had a radio station and a government con-
trolled newspaper. Just prior to independence radio broadcasting took place for
approximately two hours per day, one hour at mid-day, the other hour in the
evening. The languages used were English and French. Modern facilities
became available with the opening of Brodkas Haos two months before inde-
pendence and since then broadcasting has changed considerably. By 1991
Radio Vanuatu broadcast for 16 hours per day, every day. The use of the lan-
guages changed markedly. Thus forty five percent of air time is now in Bislama.
most of it being programs in which people are talking, and the remainder of the
time is split equally between French and English, with many of these programs
being general entertainment programs, such as music.
The Government took over the colonial newspapers and currently prints,
as a record of government activities, Vanuatu Weekly/Hebdomadaire. In each
edition about a third of the text is in each of Bislama, English and French. How-
ever, as Crowley and Lynch reported, "there is a high degree of variability in the
way that Bislama is written in the newspaper, sometimes even within the same
paragraph" (1985, p. 79), i.e. there were problems with the standardization of
Bislama orthography.
In 1987 the Komiti blong Bislama was set up to help develop and stan-
dardize the terminology and orthography for Bislama. The members of the
Komiti were drawn from Radio Vanuatu, Vanuatu Weekly and the Translation
Department. The Komiti prepares list and distributes them to their own depart-
ments for use and, at its establishment, planned an educational campaign
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(Anonymous 1987). However, the Komiti has no formal support from the
Government (Lo Bianco and Wilson, 1988. p. 81), and has been unable to
resolve the issue of Bislama being written differently by anglophones and
francophones.
In religion English and French are used in some church activities in Port
Vila and Luganville. The natiolects are used frequently and translation work is
continuing. For example, Grimes (ed) (1984) indicated that work was completed
or was in progress in Bible translation in the following natiolects (with the esti-
mated populations in the early 1980s) by the following organizations: for Ambae
(>3,000 speakers), the Bible was being worked on by the Church of Melanesia,
the Seventh Day Adventists, the Roman Catholic Church, the Church of Christ
and the Apostolic Church Mission; the New Testament was in press in 1984 for
Apma (>4,500 speakers); for Fila-Mele (>2,000 speakers), the first draft of the
New Testament was completed in 1982 by the Presbyterian Church in Vanuatu
and the Reformed Presbyterian Church; for Lewo (>1 ,000) work was in progress
on a Bible translation by the SIL, the Reformed Presbyterian Church and the
Seventh Day Adventists; for Big Nambas (>1 .800 speakers), the New Testa-
ment was in Press in 1983, prepared by the Reformed Presbyterian Church; for
Nduindui (>4,500 speakers), the New Testament was in press in 1983, having
been prepared by the Church of Christ, the Church of Melanesia and the
Apostolic Church Mission; for Raga (>3,450 speakers), work on the Bible was in
progress; and for Uripiv (>3,450 speakers) work was in progress on a Bible
translation by the SIL and the Presbyterian Church of New Hebrides.
The major development in religion has been the increasing use of Bis-
lama, that language denigrated by the missionaries as being incapable of
capturing the necessary religious subtleties, in church services and church
activities. Concurrently, Bislama is being used more and more in religious
publishing. Thus, Dewar (1990) reports that the following have been produced
in Bislama since independence: (a) the third edition of a hymn book, containing
234 hymns and 98 choruses, published in 1983, (b) Book 5, Luke, of the Bible
Society booklets, published in 1982, (c) the New Testament, published in 1980,
(d) the Book of Psalms, published in 1983, (e) the Book of Genesis and the
Book of Exodus, published by the Bible Society in 1988, and (f) all, in draft and
circulated for comment and correction, the books of the Old Testament and the
Deuterocanonical books. In addition the Bislama Bible Translation Team
published Fasin blonq raetem Bislama
. a word list, in 1984.
But there is some hesitancy about this development. Thus, at the Vanu-
atu Catholic Diocese Synod in 1988-89, the following views are reported.
Father Peter Westerman, the Moderator, was asked: “En tant que formateur,
educateur, comment reagissez-vous personellement lorsqu'il est question
d'emploi du bislama dans la pastorale en general?" 1 He replied: "Partout ou j'ai
travaille il y a ce probleme des langues: les langues maternelles, le 'tok pisin'
ou le Bislama, le frangais et Panglais. . . Le bislama du Vanuatu me semble
avant tout un 'langue provisionelle'2 " (Eklesia No. 83, 1990, p. 3). The
representative of the Catholic catechists, M. Michael Liatlatmal, was asked:
"wanem tingting blong yu abaot use blong Bislama long trening fiuja blong ol
katekist?" 3 . He replied that Bislama "hemi save helpem ol ketekist long
1
"As an educator, a teacher, how do you personally react to the question of
using Bislama in general pastoral activities?"
2
"Everywhere I have worked there is this language problem: the mother
tongues, 'tok pisin' or Bislama, French and English. . . Bislama in Vanuatu
seems to me to be a language that will only be needed for a while".
3
"what do you think about the use of Bislama in the future training of
catechists?"
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komunikesen"
1
(Eklesia No. 83, January 1990, p. 7). Seminarian B. Cyprien
was clear that "oli seminaristes oli mas save tufala language'* (English and
French) (Eklesia No. 83, January 1990, p. 3). These three were clear that the
Catholic Church needed to use French and English, but seemed to view the
need to use Bislama as a short term measure, needed until everyone knew
either English or French or English and French. The representative of the
Presbyterian Church at the Synod had similar views. It was put to him that: "Une
question qui a ete beaucoup debattue au Synode, [est] I'emploi du Bislama
dans la Catechese scolaire, la Catechese des adultes
. . . bref la formation en
general" 3
. The Reverend D. Finlay stated that "Je ne suis pas pour le Bislama
dans nos Ecoles primaires et secondaires. Mais pour les adultes du pays . .
.
je
ne suis pas contraire. Quoique limite, le Bislama est un moyen de communica-
tion immediat et amical avec les Melenesiens
. . . Non, le Bislama n'est pas pret
a disparaitre" 4 (Eklesia No. 83, 1990, p. 8).
Reading material for the public at large in nine natiolects and Bislama
has been produced by the PLU in Port Vila. The material consists of small
illustrated books for school children and literate adults. The production costs are
high and they therefore have had to be subsidized so that people can afford to
buy them. However, they are popular and are in great demand (Lo Bianco and
Wilson, 1988, p. 78-79).
1
"is needed to help catechists to communicate"
3
"all seminarists must know the two languages"
3
"A question that has been much debated at the Synod [is] the use of Bislama
is the catechism for students, the catechism of adults. . . in brief, in training in
general".
4
"I am not in favor of the use of Bislama in our primary and secondary
schools. But for the adults of the country. . . I am not against its use. Even
though limited. Bislama is a means of communication that is known and
appreciated by Melanesians. No, Bislama is not ready to disappear".
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The laws of Vanuatu were published in French and English and court
proceedings were conducted in the same two languages at independence.
Interpreters were available for persons who need their Bislama put into French
or English but were not available for natioiect speakers. The same situation
prevails eleven years after independence.
While some government business in the urban areas is conducted in
English and French, most is conducted, in both the urban centers and in the
rural areas, in Bislama. In the rural areas some government business is con-
ducted in the natiolects. Most national gatherings are advertized and conducted
in Bislama and there is an increasing tendency for government to publish
materials in Bislama.
As shown in the previous chapter, the main political parties are conven-
tionally labeled as either anglophone or francophone, even though each party
has both anglophone and francophone NiVanuatu members. In the 1979, 1983
and 1987 elections the VP was regarded as anglophone while the Fran Mela-
nesia, Nagriamel and Tan Union parties and UMP were regarded as franco-
phone. In these three elections the anglophone VP won the majority of the seats
and formed the government (see Table 6.1).
In 1990 the VP split, with four members forming the Melanesian Pro-
gressive Party (MPP) and leaving Parliament. The resulting by elections
returned four more VP members. The VP then split again in 1991 with the VP
being lead by the Honourable D. Kalpokas, and the National United Party
(NUP), lead by Father W. Lini (previously Prime Minister in the three VP
governments).
In the elections of December 1991 the NUP, the VP and the MPP were
regarded as anglophone parties while the others were seen as francophone
parties. The UMP, which had gained 19 seats, was called upon to form the
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government, and eventually did so in coalition with the NUP, which had gained
ten seats (see Table 6.
1 ). A francophone, Mr M. Carlot of UMP, became Prime
Minister and an anglophone, Pastor S. Regenvanu of NUP, became Deputy
Prime Minister.
Table 6.1 Parliamentary seats by parlies, 1979 to 1991
PARTY A/F ELECTION YEAR
1979 1983 1987 1991
Fran Melanesia Pati F 0 1 1 1
Melanesian Progressive Party A X X X 4
Nagriamel F 0 1 0 1
National United Party A X X X 10*
Tan Union F 0 1 0 1
Union Moderet Pati F 13+ 12 19 19*
Vanua-aku Pati A 26* 24* 26* 10
TOTAL 39 39 46 46
KEY A/F = predominantly either anglophone or francophone
+ = formerly UCNH
*
= Parties that form the government
x = did not exist at that time
Language issues played but a small part in the election. One issue was
raised by UMP who called for equal anglophone and francophone represent-
ation in the civil service. Mr Malsugai, Executive Secretary of UMP, was quoted
as justifying this on the grounds that "the last [Vanua-aku Pati] government
looked down on the francophones in terms of education, government staff,
schools, public works and health. It's the belief of the UMP to promote both
systems and languages" (in Sharma 1992:13). This was replied to by Mr O
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Simon, treasurer of the Vanuatu Public Servants Association: "Just because
you re francophone should not guarantee you jobs. The same applies to
anglophones. People have to be qualified and chosen on merit" (in Sharma
1992:13). In the event it and other language issues did not seem to influence
the course of the election.
In foreign affairs Vanuatu joined the UNO and several of its associated
bodies, e.g. UNDP and UNICEF. It also joined regional organizations, such as
the South Pacific Forum and the South Pacific Commission. In regard to lan-
guage specific organizations Vanuatu joined the (British) Commonwealth and
some of its associated bodies, e.g. CFTC and CPA. all of which for the most part
operate in English (though Dominica, Mauritius, Saint Lucia and the Seychelles
also function in French). Vanuatu also joined francophone organizations, such
as the Agence de Cooperation Culturelle et Technique and the AIPLF (Inter-
national Association of French Speaking Parliamentarians). When the Confer-
ence des Chefs d'Etat et de Gouvernement des Pays Ayant en Commun I'Us-
age du Frangais, an organization of francophone states and other entities, such
as Quebec and Nouveau Brunswick, met for the first time in Paris in early 1986,
Vanuatu was represented by the Prime Minister. However, while acknowledg-
ing Vanuatu's membership of "la francophonie", he addressed the assembled
gathering in Bislama (reported in Lo Bianco and Wilson, 1988, p. 92).
The final point to be examined is that of identity, a matter of concern to
many NiVanuatu. When asked what had not changed in the ten years from
independence, Mr J. Natuman, First (Political) Secretary in the Office of the
Prime Minister, replied that the colonial period had been a very divisive force in
Vanuatu and that while the post independence government has been trying
hard to break down the division of NiVanuatu into anglophones and franco-
phones it had had little success (in Sharma, 1990, p. 29). Natuman stated that
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these Francophonic and Anglophonic stereotypes are deeply entrenched and
it s making it very difficult for us to have our own identity" (in Sharma. 1990. pp.
29-30). He argued that the solution does not "rest on breaking down the Anglo
and Franco barriers but [on] developing a new model out of them both" (in
Sharma, 1 990, p. 30).
In the search for identity considerable emphasis has been placed on the
centrality of kastom to NiVanuatu identity. It was, for example, the major rallying
point during the 1970s, drawing everyone together against colonialism. Kastom
was assumed to be the basic identity of NiVanuatu, symbolizing the grassroots,
the people, the Melanesian way. The same view point was expressed by the VP
in their 1983 election manifesto, in which they stated that they were "conscious
of the importance of maintaining and developing our Melanesian traditional
values and 'cultural' heritage, which forms the basis of the emerging national
identity of Vanuatu as a modern Melanesian island developing state in the
Pacific" (Vanua-aku Pati, 1983, p.4). The same view was expressed in the book
published to celebrate ten years of independence: "Since becoming a nation
[i.e. state] traditional customs have continued to be important in our lives" (in
Whyte (ed), 1990, p. 7).
Traditional kastom, however, is expressed in and through natiolects. At
independence this was explicitly recognized in the book Vanuatu: twenti wan
tinqtinq long taem blonq independens
. Here it was stated:
"But there is something which allows us to say without hesitation that
custom and culture are alive in our country and this is the language,
which is the pillar and foundation of any society, used by every man,
woman and child to communicate, all day, every day, for every activity in
life . . . ni-Vanuatu all still use the language from their own villages and
islands" (Ligo, 1980, p. 55).
The languages he was referring to were natiolects.
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However, there appears to be another aspect about kastom to consider.
Larcom reports from her field work in south west Malekula in the 1970s and
1980s that, while the people in this area applied the term kastom to knowledge
and its manifestations, kastom items were marketable from district to district,
from nation to nation (Larcom, 1982. p. 333). Examples of such kastom items
that have been sold, purchased, traded and exchanged over the last fifty or so
years are songs, spells, dances, ceremonies and the rights to make certain
sculptured objects. It appears that, in this area at least, kastom was "an incom-
plete, creative product of continual invention" (Larcom, 1982. p. 333)
Contacts with Europeans, the work of the missionaries and colonialists,
and the blackbirding experience all resulted in a change in the culture of Ni-
Vanuatu. Many cultural items became regarded as heathen, as evil, as the work
of Satan. A few NiVanuatu have tried their best to stay outside the changed
ways of life and Christianity, e.g. those in the John Frum movement, and regard
themselves as kastom pipol. The majority of NiVanuatu became Christians and
in the book to celebrate ten years of independence it is pointed out that "it would
be a mistake to try to separate Christianity from custom. Today it is better to
encourage both Christianity and the traditional ways" (in Whyte (ed), 1990,
P-45). But as Larcom points out the modern meaning of kastom, i.e. authentic
tradition, is at odds with the views she ascertained in south west Malekula of
kastom as cultural manifestations that are marketable in some way, with the
rights to that item passing from one nation to another nation and from one
owner to another (Larcom, 1982, p. 333). Moreover, many traditional practices
are forgotten and many are remembered but are not practiced. There appears
to be little support for many of them that could be resurrected easily enough,
e.g. intervillage warfare, sorcery and the practice of women walking on their
knees before males (Tonkinson, 1982, p. 31 1). Further, in many situations,
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particularly international and statal ones, where kastom is practiced, albeit in a
modermzea, Christianized form, it is expressed not through the natiolects but
through Bislama.
6.3 Languages and Vanuatu education
At independence in 1 980, with a population of just on 1 1 1 ,000. Vanuatu
inherited two education systems, the first based on education in Britain (par-
ticularly secondary school education), Australia and New Zealand, the second
on education in France. Thus there were two educational philosophies, two sets
of aims and objectives, two mediums of instruction, two curricula, two sets of
examinations, two sets of transition rates from one level to the next, two scholar-
ship systems, two sets of destinations for scholarship holders, two teaching ser-
vices, two teacher training systems, two salary scales, two promotion systems,
two career ladders, two levels of funding, two accounting systems and styles,
two approaches to the payment of fees, and two administrations. Further, while
most children attended primary school, only a small percentage were able to go
on to junior secondary school and only a small percentage of those successful
in junior secondary school were able to go on to senior secondary school.
According to Regenvanu six aims have been central to the development
of education in Vanuatu since independence (Regenvanu, 1990, p. 5): (a)
improvement of the administration and management of education; (b) increase
in the number of students at school, particularly in the secondary schools; (c)
provision of a single, unified system of education; (d) completion of the educa-
tion sequence so that a unified Grade 1 to Grade 13 sequence, that allows
successful students to enter directly into first year university or similar studies, is
in place for both anglophones and francophones; (e) improvement of the quality
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of education; and (f) localization of positions in education and the public and
private sectors.
Developments in education over the years 19980-1990. specifically in
regard to the language aspects of the realization of these six aims will now be
surveyed.
6.3.1 Management of education
From independence to 1985 four separate departments of education
existed, one for each of primary education, secondary education, tertiary
education and the administration of education, each individually advising the
Minister of Education. In 1985 a Director General was appointed, the existing
directorates came under the control of the Director General, and the Director
General became the point of advice to the Minister of Education.
However, even though the structure was unified, there were still many
internal problems, specifically in regard to the languages used in senior man-
agement. Thus, for almost all the time from independence to December 1 991
.
the Minister, the political secretaries, the Director General of Education and the
Department's senior officers, the Principal Education Officers, were fluent in
both English and Bislama. They used English or Bislama amongst themselves
and in interaction with other anglophones, and Bislama in interaction with
francophones. However, after the formation of the UMP/NUP government in
late 1991
,
the situation changed. The Minister, the political secretaries and the
Director General of Education were francophones and used French and Bis-
lama amongst themselves and in interaction with other francophones. However,
the Principal Education Officers were anglophones and spoke only English and
Bislama. Thus, in interaction between, on the one hand, the Minister, the poli-
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tical secretaries and the Director Generai and, on the other hand, the Director
General and the Principal Education Officers, the language that was used was
Bislama, which, in Ministry of Education Circular No. 01/CAB/88 of 4th Febru-
ary 1988. is prohibited (Vanuatu 1988b).
6.3.2 Access to education
The second aim was to increase the number of enrollments, specifically
in the secondary schools. Published data for enrollments since independence
in Grades 1 to 6 is incomplete but accurate. The published data for Grades 7 to
10, and Grades 11 to 13 (including INTV and primary and secondary teacher
training), is incomplete and often inaccurate. However, estimates have been
derived from other sources and enrollments for 1980 and 1990 are given in
Table 6.2.
Table 6.2 shows that from 1980 to 1990 there was an overall increase of
13% in student numbers. Enrollments in Grades 1 to 6 increased by 10%, in
Grades 7 to 10 by 28% and in Grades 11 to 13 (including INTV and primary and
secondary teacher training) by 17%. Thus, this aim has been achieved.
However, anglophone enrollments in Grades 1 to 6, Grades 7 to 10 and
Grades 11 to 13 at school and French medium Grades 7 to 10 all increased, but
there was a decrease in French medium Grades 1 to 6 enrollments and the
essentially French medium classes practiques were abolished. Over all. in the
eleven years since independence there has been an increase of 43% in the
number of anglophone students and a decrease of 16% in the number of fran-
cophone students. The changes could be taken to indicate a shift in language
preferences amongst NiVanuatu. probably as a consequence of ten years of VP
rule.
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Table 6.2 Enrollments, and percentage changes, for anglophone andfrancophone students, from 1980 to 1990
CATEGORY OF 1980 1990
ENROLLMENT Anglo Franco Total Anglo Franco Total
PRIMARY SCHOOLS
Grades 1 to 6 1 1 ,307 10,802 22.109 15.064 9.339 24.403
Change -
-
- +39% -14% + 10%
GRADES 7 to 1
0
Classes practiques 90 987 1,077 _
Change - -
-
-100%
-100%
-100%
Grades 7 to 10 928 879 1,807 2.403 1.295 3,698
Change - -
- + 1 5 9% +47% + 105%
SUBTOTAL 1,018 1,877 2,884 2,403 1.295 3.698
Change - -
- +136% -31% +28%
GRADES 1 1 to 1
3
Secondary school 79 86 165 233 79 312
Change - - - + 195% -8% +89%
INTV - 319 319 - 215 215
Change - - - -
-33%
-33%
VTC 47 47 94 45 45 90
Change - - -
-4%
-4%
-4%
Sec Tchr Trng - - - - 60 60
Change - - - - + +
SUBTOTAL 126 452 578 278 399 677
Change - - +121% -12% + 17%
ALL CATEGORIES
TOTAL 12,451 13,131 25.571 17,745 1 1 ,033 28,778
CHANGE - - - +43% -16% + 13%
KEY: Sec Tchr Trng = Secondary teacher training
Anglo = anglophone students
Franco = francophone students
NOTE- Percentage figures rounded to nearest whole number
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6.3.3 Towards a unified curriculum
The third aim reported by Minister Regenvanu was to unify the curriculum
of the two education systems that existed at independence.
In one sense the curriculum was already unified in that there was for
most students one program, an submersion program in a L2 with a L3 as a CS
for all students (see Subprogram 2.3.1
,
Appendix D). Thus, all primary children
were schooled in either French or English as the Ml and, if they reached Grade
7, they continued in that language and studied the other language as a CS
At independence the natiolects and Bislama were often used informally.
With one exception, the same situation has prevailed since independence, but
with the senior secondary schools having rules about the use of languages and
rewards for compliance with those rules (see, for example, Matevulu College.
1990, p. 4). The exception occurred in 1987 when, with strong community
support, a pilot natiolect project, was set up by SIL/PLU and the Department of
Education Principal Education Officer (Primary) in North Efate in one school.
However, the project was abandoned after a few months due to the departure of
the project officer.
In the next year Minister of Education Regenvanu is reported as saying
that
"il voulait voir I'enseignement des langues vernaculaires ou locales
prendre place dans les ecoles au Vanuatu. II a explique que Ton avait
trop attendu en ce domaine. Dans les ecoles de Communautes de
villages ou cela est possible, ce devrait etre fait. II a fait savoir que, d'un
point de vue pedagogique, enseigner aux enfants leur propre langue
avant de les alphabetiser en langue etrangere est tout a fait justifie" 1
(Vanuatu Weekly/Hebdomadaire 28th November 1988).
1
"lie wished to see the teaching of the natiolect or local languages in Vanuatu
schools. He said that he had waited a long time for this. In the schools in the
village communities where this is possible it ought to be done. It is well known
There was no follow up to the Minister’s statement.
Neither the natiolects nor Bislama featured in the curriculum of the
secondary schools at or since independence. However, as with the primary
schools, abundant anecdotal evidence exists to show that both the natiolects
and, more specifically, Bislama are commonly used inside and outside the
classroom in junior secondary schools, INTV and VTC.
In another, more important sense, the curriculum was not unified at
independence, i.e. students in English and French medium schools studied
different contents, sat for different examinations, were taught in quite different
ways and used quite different materials. Work began shortly after independence
on unifying the curriculum so that throughout the system the only significant
difference would be the Ml.
Initially this work was done for the primary school curriculum by the tutors
at VTC but, from 1 988, it was done by specialist staff at the new Curriculum
Development Centre. However, in 1990, as part of a wider investigation into
Grade 6 examinations, Reid surveyed the content of the various primary curri-
cula, i.e. Mathematics, Environmental Studies and Social Studies in all schools
and English and French in English and French medium schools respectively.
He reported that, while some progress has been made towards realization of
this aim, (a) the syllabuses used in the English medium schools are obsolete,
(b) the syllabuses used in French medium schools were basically the same,
with slight modifications, as those in use in France, (c) no common curriculum
documents existed, and (d) hence there was not yet a common curriculum
content for Grades 1 to 6 by the end of 1 990 (Reid, 1 991
,
pp. 3 to 7).
that, from an educational point of view, to teach children in their own lan-
guage before they become literate in a foreign language is totally justified".
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As the curriculum content became unified so too would the examinations
at the end of primary school (Vanuatu, 1982b. p. 223). At independence there
were separate examinations for English and French medium schools. In English
medium schools the Vanuatu Senior Primary Certificate (VSPC) examination
consisted of one General Knowledge paper, two English language papers and
two Mathematics papers (Vanuatu, 1981, p. 24). In addition a Verbal Aptitude
Test (VAT) was introduced in 1 984 as the sixth paper. In French medium
schools the examination for the Diplome de Fin d’Etudes Primaires (DFEP)
consisted of (a) a French language paper testing aspects of grammar and
reading comprehension, and (b) a mathematics paper (Vanuatu, 1981, pp. 25-
26).
However, Reid reported that in the 1 990 examinations the only feature
common to the VSPC and the DFEP was the VAT and its French counterpart,
the TAV (Testes des Aptitudes Verbales), though only the VAT was used for
selection purposes. In addition a French language General Knowledge paper
had been tested, but as there is no syllabus for the paper, little progress had
been made with it (Reid, 1990, p. 6).
The situation was different in the junior secondary schools, i.e. for Grades
7 to 10. Here, subject panels were set up shortly after independence and these
developed unified curricula for each core subject (Mathematics, Social Science,
Agricultural Education and Basic Science), for the two optional subjects, Home
Economics and Industrial Arts, and separate but similar curricula for, on the one
hand, English and French, and, on the other hand, English as a Second Lan-
guage and French as a Second Language. In the First National Development
Plan the government also sought to organize a common examination for Grade
1 0 students (Vanuatu, 1 982b. p. 223); this was put into effect for the first time in
the examinations at the end of 1989.
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The situation tor senior secondary school was more complicated and is
discussed in the next section.
6.3.4 Towards a complete education system
Minister Regenvanu's fourth aim, to have a complete education system
(i.e. one from which successful students could matriculate and go on to univers-
ity or similar studies elsewhere) (see Figure 6.1), overlaps with the third aim
when senior secondary school education is considered. This is because at this
level the English and French medium schools had different curricula at inde-
pendence and only French medium education had a complete Grades 1 to 13
school system.
At independence French medium senior school education had two
streams (see Figure 6.1 ). In Year 1 1 students were streamed into either a two
year course leading to the award of a Year 12 Certificate or into the three year
course leading to the Baccaiaureat and, if successful, university or other higher
education studies elsewhere. Entry to the Baccaiaureat stream was discon-
tinued at the end of 1989, so French medium education was no longer com-
plete.
English medium senior secondary schooling was quite different (see
Figure 6.1 ). In 1 980 students at the end of Form 5 (Grade 1 1 ) sat the Cambridge
Overseas School Certificate but at the end of Form 6 (Grade 12) from 1985. In
1989 COSC was replaced by the International General Certificate of Secondary
Education. Successful students either continued in Form 7 (Grade 13) in Vanu-
atu or continued their studies overseas.
Anglophone students who entered their thirteenth year of schooling
studied, at different times in the period 1980-1990, one of two courses (see
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Figure 6.1 The structure of senior secondary school examinations in
Vanuatu, 1980 to 1990
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Figure 6.1). The first was based on the New Zealand Grade 12 University En-
trance examination. Students successful in this examination could then study in
New Zealand, usually for Grades 12 and 13. before matriculating. The second
course was the USP Preliminary (Grade 12) course. Successful students could
then study at the USP Centre in Port Vila or overseas for the USP Foundations
(Grade 13) course and, if successful, matriculate. Students who went overseas
at the end of their 1 2th year of schooling usually spent two to three years study-
ing for either A level examinations in Britain or for the International Baccalaur-
eate in Britain or Canada before matriculating.
The result (see Figure 6.1) was that, until 1989 when the Baccalaureat
was discontinued, francophone students could matriculate after 13 years of
schooling at the end of Grade 13 in Vanuatu (and in fact in the examinations at
the end of 1986 and 1988 two and four NiVanuatu respectively passed the Bac-
calaureat in Vanuatu). Anglophone students could not matriculate after thirteen
years of schooling in Vanuatu. They could, however, matriculate overseas
through USP examinations after fourteen years of schooling or through A levels,
the International Baccalaureate or New Zealand Higher School Certificate after
fourteen, but usually fifteen, years of schooling.
Over the years from 1 980 to 1 990 the government took some steps to try
to unify the curriculum for senior secondary schooling so as to have a complete
Grades 1 to 13 sequence for both anglophones and francophones in place in
Vanuatu. Three proposals have been considered.
The first proposal was put forward in 1988 by Davidson (1988), who
advocated that the English medium IGCSE and the French medium Year 12
Certificate move closer and closer together in content and standard until they
were identical (see Figure 6.1). Then the IGCSE would be dropped and a new,
unified Vanuatu Year 12 Leaving Certificate would be introduced. Students
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wishing to matriculate would then have to study overseas. This option was not
accepted by the Minister of Education as it did not unify the content of the whole
of senior secondary schooling, did not put a complete sequence in place in
Vanuatu and necessitated a fourteenth year of schooling before matriculation.
The second proposal was the International Baccalaureate (IB). It was first
mentioned as an alternative that should be considered in 1985 (Philp and
Meaney, 1985, Recommendation 13). In 1986 a consultant found that under
certain conditions the IB was a feasible examination for matriculation for Vanu-
atu (Fernig, 1986, p. 8). In 1989, the Minister of Education established the
Second Cycle Committee to recommend to him on what should be done to
ensure that (a) there is a unified curriculum in Grades 11,12 and 13, and (b)
there is complete education system, Grades 1 to 13. with a Grade 13 matricula-
tion examination that is taken in Vanuatu. The Committee recommended that
the IB be adopted (Vanuatu, 1989, p. 30).
The Second Cycle Committee favored the IB for several reasons: (a)
though it was usually a Grades 12 and 13 course it could in Vanuatu be taken
Grades 1 1 , 1 2 and 1 3; (b) identical curricula were available in French and
English for all subjects but the language subjects; (c) for anglophones the Ml
would be English for all subjects, including the subject named English, while for
francophones the Ml would be French for all subjects, including the subject
named French; (d) anglophones would take the subject French as a second
language while francophones would take the subject English as a second
language; (e) some of the content could have a Vanuatu and Pacific content; (f)
a special subject that could be Bislama or some other Vanuatu topic could be
included in the IB; and (g) a complete and unified education system from
Grades 1 to 13 that ended in a matriculation examination would be in place
(see Figure 6.1) (Vanuatu, 1989, p. 30). The Minister accepted the recommend-
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ation of the Second Cycle Committee but as there seemed to be little chance to
quickly implement the decision no subsequent planning was done and the
proposal was not pursued.
A third option, to replace the Baccalaureat, was investigated for franco-
phones. In 1990, after a matriculation program for francophone adults had been
agreed to between USP and the Universite Frangaise du Pacifique (UFP)
representatives from the Department of Education held discussions with UFP
personnel about (a) the possibility of nonBaccalaureat Year 13 school leavers
entering directly into UFP degree programs, and. (b) the necessary prerequisite
subjects for the degree programs (Vanuatu, 1990d).
It was agreed that, because UFP can make special arrangements for
students who are not French citizens, a nonBaccalaureat entry would be pos-
sible for francophone NiVanuatu students to all the programs. Thus, instead of
undertaking a full Baccalaureat in Years 11,12 and 1 3, students could take a
varying number of subjects, some of which would be Baccalaureat subjects and
others would be designed in Vanuatu and, provided that these latter courses
had been moderated by UFP, students could enter directly into the relevant UFP
degree programs (Vanuatu, 1990d).
This new structure would once again for francophones complete the
Grades 1 to 13 sequence, with a matriculation that could be taken in Year 13.
However, there would still not be a unified curriculum content for anglophone
and francophone students in Grades 1 1 to 1 3. By the end of 1991 the proposal
had not been implemented.
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6.3.5 The quality of education
The fifth aim advanced by Regenvanu concerned improving the quality of
education in Vanuatu. Two aspects, the work of advisers and the conduct of
inservice courses, are briefly considered here.
Recognizing that, for a variety of reasons, many primary school teachers
and principals would be facing difficulties in their day to day work, a school
visiting and inservice education advisory service was set up in the mid 1980s to
help them. Thus, in 1990 there was a coordinating Senior Education Adviser
and. in each of the five educational regions, a Regional Education Officer and a
varying number of Regional Education Advisers, working in English medium
and French medium schools. For secondary school teachers the same functions
were carried out, over the years, by a varying number of bilingual expatriate
advisers, and curriculum and examinations panels have been established and
principals and teachers met annually to discuss developments in the specific
subjects.
In day to day advisory activities anglophone primary advisers speak to
anglophone teachers and to each other in English and/or Bislama, franco-
phone primary advisers speak to francophone teachers and to each other in
French and/or Bislama, while anglophones and francophones speak to each
other in Bislama. Such situations are usually one to one and so the interlocutors
will use either one language (French, English or Bislama) or two languages
(English and Bislama or French and Bislama) for their interaction. With second-
ary advising the work is either conducted in French or in English.
At seminars, workshops and meetings of subject panels and the like
where there are anglophones and francophones Bislama is often used. Thus, a
curriculum workshop in May 1986, attended by both anglophone and franco-
phone industrial arts teachers, was conducted in Bislama. It was reported that "it
was the first time ever that the [industrial arts teachers from] French and English
secondary schaols have worked together in a unified curriculum workshop"
(Hush, 1986, p. 2).
Second a trilingual approach, using Bislama, English and French, can be
taken. However, if this approach is used care must be taken to ensure that the
language needs of the participants are fully met. A comparison of the reports of
the two parts of the one workshop held in 1989 shows what can happen if such
care is not taken. At the first part, inadequate attention was paid to language
issues. The workshop was conducted in English with French translations by a
bilingual participant, group work was in Bislama, and all written materials,
including the evaluation questionnaire, were in English. The result was that
francophone participants were frustrated, complained about the language factor
and felt that they had been disadvantaged (Fields and Whittaker, 1989). In the
second part Fields (1989) reports that a different approach was taken. Thus, all
materials were prepared in English and French and one of the two visiting cur-
riculum consultants was fluent in French and English, and all activities were
conducted and recorded in English, French or Bislama as appropriate. In their
assessments of the workshop there were, in contrast to the first workshop, no
complaints about the use of the various languages.
6.3.6 Localization of staff
In regard to the sixth aim advanced by Regenvanu two aspects will be
considered here: localization of the teaching service and of many of the skilled
occupations in the public and private sector.
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At independence the exResidency primary schools were staffed mostly
by expatriates but in other schools almost all teachers were NiVanuatu. In 1980
English medium primary school teacher training moved back to Kawenu Teach-
ers College, since renamed Vanuatu Teachers College, and in 1981 French
medium primary teacher training moved from Ecole Colardeau to the VTC. In
1983 a unified two year course for primary teacher education was introduced
and has functioned each year since then, with an annual intake of approxi-
mately twenty five English speaking and twenty five French speaking NiVanu-
atu. This number has been sufficient to ensure that, apart from three of the
exResidency schools, which have mixed staffs, all primary school positions
have been localized.
The situation is different for the secondary schools. At independence the
majority of staff at both junior and senior secondary schools were expatriates.
However, over the years the staff of the English medium junior secondary
schools has gradually been localized with the return of NiVanuatu who had
gone overseas for matriculation and subsequent university studies. By 1990
localization had occurred for about ninety percent of the English medium
Grades 7 to 1 0 positions and about one quarter of the Grades 11 to 1 3 posi-
tions. In 1992 a special course for mature and experienced persons, mostly
from the primary schools, was started with aid funds so as to ensure that all staff
at English medium junior secondary schools would soon be NiVanuatu.
In the French medium secondary schools at independence almost all the
staff were French citizens and this was still the situation in 1989. However, a
special, aid funded, two year, post Grade 10, junior secondary school teacher
training program started in 1988 with an intake of twenty francophone NiVanu-
atu. These trainees entered the schools in 1990. Subsequent courses will
ensure the localization of staff in the French medium junior secondary grades.
In contrast the staff for the French medium senior secondary school were still, in
1990, almost all French citizens.
Training for the skilled occupations in the public and private sectors, e.g.
mechanic, bookkeeping, masonry and prenursing studies, has been carried out
only by the French medium INTV. Successful students received and still receive
French qualifications. In general, INTV supplied Vanuatu with an adequate
supply of personnel, both qualified and unqualified, for the fields that it offered
training in. However, they were all francophones.
Rather than being sent overseas for training some anglophone NiVanu-
atu were admit to INTV in 1 986 (Blanchet, 1 990, p. 9). The entire first year was
spent in intensive French language study. The result was that almost all stud-
ents dropped out during the course of the year and only a handful were able to
enter the vocational courses, conducted in French, in 1987. In 1991 another
group of anglophones was directly admitted into the vocational courses with
four English speaking volunteer teachers from Australia and the Britain.
In 1 980 the staff of INTV were almost all French citizens, and, in regard to
teaching francophone NiVanuatu, the situation was the same in 1990. In 1980
there were no anglophone staff at INTV and in 1991 only the four volunteers.
6.3.7 Aid to education
Affecting each of Minister Regenvanu ! s aims has been the aid that the
Vanuatu government has received for education in the eleven years since
independence. Amongst the donors have been various governments, the Asian
Development and World Banks, and various voluntary organizations. Aid has
been used for all aspects of education: from meeting the costs of attending a
conference, through curriculum and other workshops, and two year teacher
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mservice training courses to the construction of the Curriculum Development
Centre and secondary schools.
Relations between Vanuatu and France have been problematic, e.g. in
1981 the French ambassador was expelled, in 1986 the French Ambassador
was expelled, and early in 1987 the whole French diplomatic mission was
recalled. Consequently, there has been a decline in French aid, much of which
would have gone to education, from 100 million francs in 1980, to 70 million
francs in 1986 and only 27 million francs in 1988 (Lo Bianco and Wilson. 1988.
pp. 91-92). One consequence of this was that with the nonreplacement of
expatriate teachers and the lack of suitably qualified NiVanuatu teachers, there
were not enough teachers for French medium secondary schools. Therefore,
from 1987 onwards the Vanuatu government turned to the Agence de Cooper-
ation Culturelle et Technique, who part funded teachers from Tunisia for the
secondary schools.
It was not just secondary schools that were being affected. Thus. Leader
of the Opposition Bulekone told parliament that the French government was not
doing enough to promote French in Vanuatu's schools and opined that unless
the French government moved quickly the use of French in Vanuatu would soon
cease (in Trade News of the South Pacific, 1990-91).
6.4 Summary
In summary, in the eleven years of independence, much has been said in
favor of language planning in Vanuatu. The main actors in the language plan-
ning activities have been various academics, from the PLU at USP in Port Vila
and elsewhere, and the conferences of NiVanuatu that they organized. In addi-
tion various individuals, such as Fasquel and Thomas, have made their own
22 5
contributions. The government, too, through the VP election platforms, the
speeches ot the Prime Minister, the Acting Prime Minister, the Ministers of Edu-
cation and other government officials, the 1988 circular, the two development
plans and the comments reported by UNESCO, has put forward its position.
Both language corpus planning and language status planning have
been focused on. Of central concern to those interested in language corpus
planning has been the standardization of Bislama, the modernization of the
lexis of Bislama, the establishment of a committee to oversight developments in
Bislama, and the production of a monolingual Bislama dictionary and grammars
and dictionaries for the natiolects.
Language status planning concerns have mostly been focused on Bis-
lama. Thus, it has been suggested that Vanuatu's laws should be written in
Bislama and the courts should function in Bislama, Bislama should be used
more frequently in the media and other fields, and the natiolects and Bislama
should be used in the schools. In addition there has been some support for
strengthening the position of French in the schools.
What then has happened to the use and place of the natiolects, French.
English and Bislama in Vanuatu society between 1980 and 1990? The natio-
lects continue to be frequently used orally intranationally and in many communi-
ties for church activities. English and French continue to be used for some
specific purposes, e.g. the law and the media, and for a wide range of more
general functions. Rather than dying out, as many thought it would, Bislama has
become increasingly used at the expense of English, French and the natiolects
in almost all international activities of whatsoever nature and, statally, in many
domains, including the media, religion, government service and many kastom
events. It is clear, too, that Bislama is increasingly being associated with Vanu-
atu staticity.
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In education the situation differs little from what has happened in the
society in regard to the use of the various languages. In 1980 French and
English were, officially, the only languages that could be used in the schools,
the teachers' college and INTV. While there was at least one experiment in a
primary school with a natiolect in the late 1980s, the position in 1990 was
exactly the same as it was in 1980: French and English were the official lan-
guages of education. However, as in 1980, the legal position is frequently not
observed. Thus, Bislama and the natioiects are used constantly in teaching in
the primary schools, and Bislama is often used in teaching in Grades 7 to 10
and in INTV and VTC. It is only in Grades 11 to 13 in the senior secondary
schools that Bislama and the natioiects are seldom used.
The question to be taken up now, in Chapter 7, is the testing of the
language-in-education planning model.
227
CHAPTER 7
LANGUAGE-IN-EDUCATION PLANNING
OPTIONS FOR VANUATU
This chapter presents five language-in-education planning options for
Vanuatu. The purpose of the options is to test the mode! that was presented in
Chapter 4, though a secondary outcome is that the options may be of some use
in regard to the situation in Vanuatu.
The chapter starts with a delineation of the assumed linguistic communi-
ties in Vanuatu and language linked identities of NiVanuatu. Then several
points, including some underlying assumptions, about all the options are made.
The first option is presented in some detail, but only the main points in the
second to fifth options are presented. Comments are made on the main points
of each option.
7.1 Linguistic communities and language linked identities in Vanuatu
Tne current language situation in Vanuatu, the starting point for the con-
sideration of language-in-education planning options, is not known with any
degree of certainty. This is because no recent study has been undertaken of the
numbers of NiVanuatu by their first and subsequent languages and questions
about language use have not been not included in past censuses. However,
based on the work of Charpentier and Tryon (1982) (see Subsection 5.5) and
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other sources, e.g. school enrollments by LMI. and keeping to Charpentier and
Tryon s percentages. Table 7.1 gives an estimate of the situation for 1990.
Table 7. 1 Estimated numbers and percentages of NiVanuatu by Li s and L2s
and language linked identities in 1990
L LI/
L2
(a) Est No. of
spkrs & (b)
est % of pop
LANGUAGE LINKED IDENTITY
Ny Ey Sy Ry LWC
B LI 1 0,097 - 10.097 10.097 10,097
8 - 8 8 8 .
L2 124,533 - - 124,533 124.533 .
92 - - 92 92 .
E LI 1,346 - 1,346 - 1.346 1.346
1 - 1 - 1 1
L2 79,432 - - - 79.432 79,432
59 - - 59 59
F LI 5.385 - 5.385 - 5.385 5,385
4 - 4 - 4 4
L2 48.467 - - - 48.467 48,467
36 - - - 36 36
N LI 117,802 >117,802 >0 - - _
87 87 ? - - -
L2 ? - ? - - -
? - ? - - -
KEY
Ey = ethnicity Sy = staticity
Ny = nationicity ? = unknown
Ry = regionicity LWC = an identity associated with the
specific LWC that is known
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The data in Table 7.1 allows the identification of the major linguistic com-
munities amongst NiVanuatu and the approximate size of each such commun-
ity However, besides those shown in Table 7, i
,
there are many other linguistic
communities, specifically those all of whose members speak the same two lan-
guages, the same three languages, and so on. In reality, each adult NiVanuatu
belongs to a number of overlapping and interlocking linguistic communities.
When they start school students always belong to one linguistic commun-
ity and may belong to others, and have at least one language linked identity
and may have others. These identities are as follows.
(a) Nationicity. In Vanuatu there are 104 nations, ranging in size from 1 to
about 7,000 members (see Appendix A) and, consequently, 104 nationicities,
each with its own natiolect.
(b) Staticity. The approximately 134,000 NiVanuatu living in Vanuatu identify
themselves as members of the Vanuatu state, i.e. their staticity is Vanuatuan.
Bislama is that language, the statilect, that can be regarded as an important
marker of this staticity.
(c) Ethnicity. Specifically in Port Vila and Luganville several ethnies, with
their attendant ethnilects and ethnicities, have been formed as a result of
intrastatal migration. One, with approximately 10,000 members, uses Bislama
as its LI
,
a second, with approximately 1 ,400 members, uses English as its LI
,
while a third, with approximately 5,400 members, uses French as its LI. In
addition there are an unknown number of ethnies with an unknown number of
members that use what were formerly natiolects as ethnilects in their new
environments.
(d) Regionicity. Vanuatu is located in three overlapping language regions
and each NiVanuatu could learn three regiolects. The first region is Melanesia
(Fiji, New Caledonia, Papua New Guinea, Solomon Islands and Vanuatu) in
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Which, apart from Fiji and New Caledonia, the language that underpins this
regionicity is the regiolect, Pidgin (ToK Pisin, Pijin and Bislama). NiVanuatu
speakers of Bislama are linked to approximately 100,000 people in the other
states for whom one of Tok Pisin or Pijin is their Ll and some 1 ,800,000 people
in other states (Crowley and Lynch, 1 986, p. 8) for whom one of Tok Pisin or
Pijin is their L2.
The second language region consists of fifteen South Pacific states, e.g.
Australia, Fiji, Kiribati, New Zealand, Tonga, Vanuatu and Western Samoa,
where one of the elements of the associated regionicity is the regiolect, English.
In this region English is the LI of approximately 22 million people (including
some 1 ,400 NiVanuatu) and the L2 of some 4 million people (including some
80.000 NiVanuatu).
The third language region consists of French Polynesia, New Caledonia.
Vanuatu and Wallis and Futuna. Here, one of the elements of the associated
regionicity is the regiolect, French, in this region French is the Li of about 5,400
NiVanuatu and 75,000 people in the other states and the L2 of approximately
49.000 NiVanuatu and 100,000 people in the other states.
(e) Identities associated with the LWCs. The two LWCs are English and
French. The NiVanuatu who speak English as their LI and as a L2 are linked to
the approximately 350,000,000 people who speak English as their LI and the
estimated 1 .4 billion people who speak it as their L2 (Crystal, 1987, pp. 287 and
483). NiVanuatu can develop an identity, anglophonicity, with this larger
English speaking community. The NiVanuatu who speak French as their LI and
as a L2 are linked to the approximately 70,000,000 people who speak French
as their Li and the estimated 220,000,000 people who speak it as their L2
(Crystal, 1987, pp 287 and 483). NiVanuatu can develop an identity, franco-
phomcity, with this larger French speaking community.
The situation in Vanuatu, with the natiolects and three other languages
and the various language linked identities, is not the simple one of a one-to-one
correspondence between one identity and one language. Here, the various
languages each underpin more than one type of identity: the natiolects
underpin natiomcities and. in their new, transposed forms, an unknown number
of ethnicities: Bislama underpins an ethnicity, Vanuatu staticity and a regionicity:
English underpins an ethnicity, a regionicity and anglophonicity; and French
underpins an ethnicity, a regionicity and francophonicity.
It has been stressed that NiVanuatu are members of more than one
linguistic community. This does not mean that the members of these
communities are fluent in the languages of those communities. NiVanuatu who
have a natiolect as their LI are usually fluent in it. With the spread of Bislama in
the 1970s and its widespread use, for example, in the media and in government
business, many NiVanuatu are now fluent in this language, both as a LI and a
L2, and almost all know at least a little of it.
However, the situation is different with the anglophone and francophone
linguistic communities. The majority of NiVanuatu live in villages where only a
small percentage of the adults have proceeded beyond Grade 6 in either
English or French medium schools. Here, under the influence of various
traditional leaders and modern ones, such as the clergy and teachers, the
village, or sometimes part of a village, became and remains either anglophone
and Protestant or francophone and, in almost all cases, Catholic. Hence, these
languages are L2s and most members of the two linguistic communities do not
have high levels of fluency in the respective languages. It is also the case that
very few NiVanuatu are fluent in both English and French. The few who are
seem to have failed to gain a Baccalaureat and then learnt English so as to
study, successfully in most cases at USP in Fiji.
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The importance of the data in Table 7.1 is that this is the starting point for
education, indicating the current situation in regard to speakers of Bislama and
the natiolects and, if Vanuatu continues as it is now doing, the actual and future
anglophones and francophones. However, as a consequence of political
decisions about which language functions will be fostered through schooling,
the situation can change, i.e. students can be inducted into new linguistic
communities, and hence gam new identities, and students' affiliations with their
natal linguistic communities can be strengthened, maintained or weakened with
positive, neutral or negative effects on the development of their existing
identities.
7.2 Considerations and assumptions in developing the language-in-
education planning options
Thirteen points need to be noted before the five language-in-education
planning options for Vanuatu are presented.
First, dozens of language-in-education planning options could be
developed for the situation in Vanuatu; thus, the five here are not meant to
represent the total number of options that could be developed. Nor are they to
be taken as necessarily the most appropriate for Vanuatu. The options
presented here serve only as examples of what could be developed and the
way in which they could be developed. Their purpose is to test the model that
was developed in Chapter 4, specifically the components of the sixth phase (to
prepare and consider options) (Section 4.8).
Second, the focus is on the languages that indigenous Melanesian
NiVanuatu could be learning and is limited to Bislama, English, French and the
natiolects. Thus, even though the members of the Vietnamese, Chinese, Fijian,
Wallis Islander and other Vanuatu eihmes will speak their own languages and.
invariably, additional languages, e.g. Fijians will speak Fijian, English and
Bislama, while Vietnamese will speak Vietnamese, French and Bislama. these
other ethmlects are not taken into account in this study. This is in spite of the fact
that the children of these ethnies attend Vanuatu schools and most are citizens
of Vanuatu.
Third, every effort has been made to present accurate data about the
situation as it was in Vanuatu in 1990. However, as the education system has
functioned to some extent in a rather ad hoc way, it has been necessary to bring
some measure of consistency to resource requirements and allocations. With
the exceptions detailed in the next paragraph, none of the basics have been
changed.
Fourth, the following have been assumed and included in the options: (a)
the Vanuatu government has resisted donor agency pressure to close several
of the junior secondary schools and that these and the other secondary schools
are operating at full capacity; (b) INTV is operating at full capacity with 540
students, instead of the 1990 enrollment of 212 students; (c) VTC is operating at
full capacity with 100 primary school teacher trainees; and (d) there are five
primary inspectors/supervisors, one for junior secondary school and one for
senior secondary schools, INTV and VTC.
Fifth, the current situation, whereby both curriculum development and
examination setting, marking and moderating for secondary schools are done
by aid funded expatriate staff and panels and committees of principals and
secondary school teachers, remains unchanged in the options.
Sixth, some of the options allow for a choice as LMIs and LCSs between
English and French. In three cases the present proportion of anglophone to
234
francophone NiVanuatu in the schools has been maintained, while in the
remaining two the students are treated as a whole.
Seventh, no account is taken of the current availability of personnel
resources in the various languages. That is, this study is synchronic and is not
concerned with the next step in the planning process, that of determining when
the required resources need to become available.
Eighth, the only resources considered in this study are those that the
government determines are the allocations for a school, an institution or part of
the system itself. That is, voluntary staff, and staff and materials paid for through
school and institution raised funds and from other sources, are not included in
the options.
Ninth, each option only considers the personnel specified in Subsections
4. 8. 3. 2 and 4. 8. 3. 3. Hence, certain categories of school and institutional
employees, e.g. supervisors and cooks at boarding schools and hostels,
cleaners, gardeners and drivers, are not included in the data. Similarly, most
system level employees, e.g. accountants, typists, clerks, telephone operators
and drivers, are excluded from consideration.
Tenth, materials, facilities, equipment and language learning incentives
are not considered in the options.
Eleventh, the following assumptions and points are made about the
students, their Lis, and the languages they have to learn in school.
(1 ) students who speak one of Bislama, English or French as their LI
:
(a) the students live in either Luganville or Port Vila;
(b) the two languages that are not their LI are used in the community
in which the students live and therefore the students will learn
these languages as community second languages; and
(c) the students will not need to learn a natiolect.
(2) students who speak a natiolect as their Li
:
(a) the students live in rural areas
(b) Bislama is used in their local community and hence students will
learn Bislama as a community second language; and
(c) English and French are not used in their local communities and
hence they will learn these languages as foreign second
languages.
It should be noted that some natiolect LI students live in the two urban areas.
Their numbers and locations are unknown and are not taken into account in the
development of the options.
Twelfth, in general personnel numbers are given in equivalent fulltime
staff units (EFTSUs). This is because a need for one EFTSU need not be filled
by one person. For example, if the number of teachers required is 6 EFTSUs,
the actuai number of people who constitute the 6 EFTSUs may be six, seven,
eleven, fifteen or even twenty four. What is important is that the equivalent of six
fulltime persons are planned for.
Thirteenth, for the first option the following are given:
(a) the aims;
(b) the curriculum pattern, program and subprogram:
(c) the number of schools and classes by LMIs and LCSs;
(d) the number of teachers by grade by required languages;
(e) the number of other school and institutional personnel by required
languages;
(f) the number of system levei personnel by required languages; and
(g) some comments on the option.
The second to fifth options are presented briefly, with aggregated data
that gives a rather simplified picture. To ensure accuracy the data needs to be
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disaggregated for policy planning and remain available, in the detailed,
disaggregated version, for subsequent implementation planning.
7.3 Option 1
This option represents the situation in Vanuatu in 1990.
7.3.1 Option 1: aims
In this option there are six categories of students, two target languages
(English and French) and six language functions that are to be fostered, to
varying extents, through the curriculum. There are three functions for English
(the ethnilect, regiolect and LWC functions) and three for French (the ethnilect,
the regiolect and the LWC functions). The situation is summarized in Table 7.2.
7.3.2 Option 1: curriculum pattern, program and subprogram
The curriculum pattern has one language as a Ml (Pattern 1, Appendix D)
for Grades 1 to 6 and, for each student in Grades 7 to 13, another language as a
CS (Pattern 2, Program 2.3, Appendix D).
For students who speak a natiolect or Bislama as their Lis the program is
submersion in a L2, with either English or French as the Ml in primary schools
(Subprogram 1.3), with another language, L3, as a CS in Grades 7 to 13 (Sub-
program No. 2.3.1, Appendix D). For students who speak either English or
French as their LI
,
the program is their first language as the Ml (Program 1.1,
Appendix D), with another language, L2, as a CS in Grades 7 to 13 (Subpro-
gram 2.1, Appendix D). The curriculum program is shown in Figure 7.1.
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Table 7.2 Option 1 : students, target languages and aims
STUDENTS'
LI
A/F 1 ARGET LANGUAGES
ENGLISH FRENCH
Bislama A REGIOLECT regiolect
LWC Iwc
F regiolect REGIOLECT
Iwc LWC
English ETHNILECT -
REGIOLECT regiolect
LWC Iwc
French - ETHNILECT
regiolect REGIOLECT
Iwc LWC
Natiolect A REGIOLECT regiolect
LWC Iwc
F regiolect REGIOLECT
Iwc LWC
BOLD UPPER CASE TEXT =
lower case text =
A/F =
to foster very strongly
to foster to a minimal extent
not applicable or is not fostered
future anglophones/francophones
= the target language is students' LI
7.3.3 Option 1 : number of schools and classes by languages
The starting point for the calculation of the required number of school and
institutional personnel is what is presumed to exist in the schools as a conse-
quence of choosing the specific curriculum subprogram. Two sets of data are
needed: the number of schools by LMIs and the number of classes by LMIs and
LCSs.
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GRADES
1 2 3 4 5 6 7 8 9 10
(a) ENGLISH MEDIUM EDUCATION
GRADES
11 12 13
o vtc>:'
./ / / / s' /
(b) FRENCH MEDIUM EDUCATION
KEY
SSS
VTC
INTV
English
French
senior secondary school
Vanuatu Teachers College
Institut National de Technologie Vanuatu
Option 1 : curriculum program, Grades 1 to 13
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Figure 7.1
In regard to the schools ana institutions the concern is to establish the
number of schools and institutions that are single medium, bilingual and dual
medium. Single medium has one LMI, a bilingual school has two LMIs for all the
students, while a dual medium school has two groups of students in the school
or institution, each having a different LMI. This data is derived from counting the
number of schools by their LMIs (see Table 7.3) and forms part of the basis for
the calculation of school and institutional personnel, other than teachers, and of
system level personnel.
The second set ot data that is needed is the number of classes by LMIs
together with the number of classes by LC-Ss (see Table 7.4). This data is
derived from counting the number of classes by their LMIs and their LCSs and
is used as the basis for the calculation of the number of teachers by required
languages and of system level personnel.
7.3.4 Option 1 : number of teachers by required languages
The general principle for calculating the number of teachers that is
required by each language to fill the positions in the schools and institutions is
that the number of classes by LMIs and LCSs is multiplied by the teacher
allocation per class and then multiplied by the proportion of curriculum time for
each language used as Ml and CS.
In the primary schools there is one teacher per class (see Appendix F,
Table F.1), and in this option the primary schools are monolingual. Hence, with
the proportion of teacher time per ciass being 1
.00 (see Appendix F, Table F.2),
the number of English medium classes and the number of French medium
classes (shown in Table 7.4), is the same as the number of, respectively,
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Table 7.3 Option 1 : schools and institutions by LMIs
LEVEL
NUMBER
OF
SCHOOLS
SINGLE
MEDIUM
DUAL
MEDIUM
E F E & F
PRIMARY
1 teacher schools 74 33 41 0
2 teacher schools 38 24 14 0
3 teacher schools 40 25 15 0
4 teacher schools 50 29 21 0
5 teacher schools 22 21 1 0
6 teacher schools 27 19 8 0
1 2 teacher schools 8 2 6 0
Subtotals 153 106 0
TOTAL 259 259
SECONDARY
Category 1 8 7 1 0
Category 2 6 2 2 2
Category 3 1 1 0 0
Category 4 1 1 0 0
Category 5 1 0 1 0
Subtotals 1 1 4 2
TOTAL 17 17
INTV
TOTAL 1 0 1 0
VTC
TOTAL 1 0 0 1
Table 7.4 Option 1: classes by LMIs and LCSs
LEVEL No. OF
CLASSES
LMIs LCSs
E F E F
PRIMARY SCHOOLS
1 teacher schools 74 33 41 0 0
2 teacher schools 76 48 28 0 0
3 teacher schools 120 75 45 0 0
4 teacher schools 200 116 84 0 0
5 teacher schools 110 105 5 0 0
6 teacher schools 162 114 48 0 0
12 teacher schools 96 24 72 0 0
Subtotals 515 323 0 0
TOTAL 838 838 0
SECONDARY SCHOOLS
Grades 7 to 10 112 68 44 44 68
Grades 1 1 and 12 14 10 4 4 10
Grade 13 3 2 1 1 2
Subtotals 80 49 49 80
TOTAL 129 129 129
INTV
Grades 11 to 13 34 0 34 34 0
TOTAL 34 34 34
VTC
Grades 1 1 & 12 4 2 2 2 2
TOTAL 4 4 4
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English speaking and French speaking teachers that are required (see Table
7.5).
For the secondary schools, INTV and VTC. the calculation is more com-
plicated. To take one example, the 112 classes in Grades 7 to 10 (Appendix F.
Table F.4), which, in this option have a subprogram with one LMI and one LCS.
There are 68 English medium classes (see Table 7.4). which, multiplied by 1.4
teachers per class (Appendix F
,
Table F.1
) and then multiplied by 0.857 for the
proportion of the curriculum time that is in the LMI (Appendix F, Table F.2) gives
a requirement of 81 .6 EFT teachers who can teach in English at this level. How-
ever, to this figure must be added the 8.8 EFT teachers who teach English as a
CS to the 44 French medium classes (i.e. 44 x 1.4 x 0.143) (Appendix F. Table
F.2). Thus. 90.4 EFT teachers with the appropriate skills in English are needed
for the English component of Grades 7 to 10. The calculations for the number of
EFT teachers for French reverse the class figures: 44 x 1.4 x 0.857, plus 68 x
1 .4 x 0.143. to give a total of 66.4 EFT teachers for the French component of
Grades 7 to 10 schooling.
7.3.5 Option 1 : number of other school and institutional personnel by required
languages
Personnel in these categories (see Table 7.6) are allocated to a school
on the basis of some attribute of the school (see Appendix F, Tables F.3, F.5. F.6
and F.7 for details). For example, in primary schools with one to six classes
there is no allocation of executive staff, i.e. these schools have head teachers
who have a full teaching load and who must do administrative tasks around
their teaching. However, primary schools with twelve teachers have a fulltime
executive staff member. This person is expected to be fluent in the language
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Table 7.5 Option 1: teachers by required languages
SCHOOLS AND
INSTITUTIONS
NUMBER
OF
EFTSUs
REQUIRED
LANGUAGES
E F
PRIMARY SCHOOLS
Teachers
1 teacher schools 74.0 33.0 41.0
2 teacher schools 76.0 48.0 28.0
3 teacher schools 120.0 75.0 45.0
4 teacher schools 200.0 116.0 84.0
5 teacher schools 110.0 105.0 5.0
6 teacher schools 162.0 114.0 48.0
1 2 teacher schools 96.0 24.0 72.0
Total teachers 838.0 515.0 323.0
SECONDARY SCHOOLS
Grades 7 to 1
0
156.8 90.4 66.4
Grades 1 1 & 12 23.3 15.2 8.1
Grade 13 6.0 2.4 3.6
Total teachers 186.1 108.0 78.1
INTV
Teachers 47.6 5.4 42.2
VTC
Tutors 8.0 4.0 4.0
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Table 7.6 Option 1 : other school and institutional personnel by required
languages
PERSONNEL BY
SCHOOL AND
INSTITUTION
NUMBER
OF
EFTSUs
REQUIRED
LANGUAGES
E F
r HIMAHY SCHOOLS
txecutive staff 8.0 2.0 6.0
Librarians 8.0 2.0 6.0
Office staff 43.0 23.0 20.0bbCONDARY SCHOOLS
Senior teachers:
Category 1 school 0.0 0.0 0.0
Category 2 school 6.0 3.0 3.0
Category 3 school 3.5 3.0 0.5
Category 4 school 3.5 3.0 0.5
Category 5 school 4.5 0.5 4.0
Subtotals 9.5 8.0
TOTAL 17.5 17.5
Executive staff 14.5 9.2 5.3
Librarians 3.0 2.0 1.0
Library assistants 6.0 3.5 2.5
Laboratory assistants 6.5 3.5 3.0
Bursars 17.0 12.0 5.0
Office staff 14.0 8.0 6.0
INTV
Senior teachers 3.6 0.4 3.2
Executive staff 2.0 0.0 2.0
Librarians 1.5 0.0 1.5
Bursars 1.5 0.0 1.5
Office staff 5.0 0.0 5.0
VIC
Executive staff 1.0 0.50 0.50
Librarian 1.5 0.75 0.75
Bursar 1.0 0.50 0.50
Office staff 2.0 1.00 1.00
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that is the Ml. Thus, as there are two English medium and six French medium
twelve teacher primary schools, the two executives need to be fluent in English
and the six in French (see Table 7.6).
Staff for some other positions should be fluent in the two languages that
are Mis at their school or institution (see Appendix F, Table F.5. for the alloca-
tion to schools of these personnel). Thus, with the Category 2 secondary
schools, each of the two English medium and the two French medium schools
has an allocation of 0.5 EFT library assistants, giving a total of 1 .0 English
speaking and 1.0 French speaking library assistants. However, each of the two
dual medium Category 2 secondary schools (see Table 7.3) also has the same
allocation. However, for these two schools, each requires 0.25 of an English
speaking and 0.25 of a French speaking library assistant. The Category 3, 4
and 5 schools each has an allocation of 1.0 library assistant. This then gives a
system wide requirement of 3.5 English speaking library assistants (two Cate-
gory 2 single medium schools = 1.0, two Category 2 dual medium schools = 0.5
(i.e. 2 x 0.25), one Category 3 school = 1.0 and one Category 4 school = 1.0)
and 2.5 French speaking library assistants (two Category 2 single medium
schools = 1.0, two Category 2 dual medium schools = 0.5 (i.e. 2 x 0.25) and one
Category 5 school = 1.0).
Senior teachers are allocated to secondary schools on the basis of the
size of the school (see Table 7.3 and Appendix F, Table F.6). Category 1
secondary schools do not have senior teachers. The six Category 2 schools
each have an allocation of 1 .0 EFT senior teacher, who has major administra-
tive responsibilities in regard to the curriculum and to the school. In the two
English medium and the two French medium single medium schools the senior
teacher is expected to be fluent in the language that is the Ml. Thus, there are
two English speaking and two French speaking senior teachers, placed
246
appropriately. However, the two dual medium schools require senior teacher
fluent in both LMIs, i.e. in English and French. The language requirement for
each school is therefore 0.5 EFT senior teacher fluent in English ana 0.5 EFT
senior teacher fluent in French.
With the Category 3, 4 and 5 secondary schools, the situation is different
as these schools have, respectively, allocations of 3.5, 3.5 and 4.5 senior
teachers; their responsibilities are mostly related to the curriculum and specific
subjects or sets of subjects. In each, 0.5 of a EFT senior teacher is responsible
for each language that is a CS. Hence, with French being taught as a CS in
both the Category 3 and 4 schools, both of which are English medium schools,
0.5 of an EFT senior teacher must be French speaking, while the remaining 3.0
EFT senior teachers take responsibilities for other subjects (all taught in
English). In the French medium Category 5 school, the reverse is the case!
English is a CS and takes 0.5 of a EFT senior teacher while the other subjects
require 4.0 EFT senior teachers fluent in French.
The total of EFT senior teachers for each languages is thus 9.5 for
English (2.0 + 2 x 0.5 + 3.0 + 3.0 + 0.5) and 8.0 for French (2.0 + 2 x 0.5 + 0.5 +
0.5 + 4.0).
For INTV there are 3.6 senior teachers, or 0.4 EFT senior teachers per
subject or group of subjects (see Appendix F, Table F.6). English as a CS
requires 0.4 EFT senior teacher, while the remainder of the senior teacher
allocation, 3.2 EFT senior teachers, is for French speaking teachers for the other
subjects and subject groups.
VTC is a dual medium institution. Therefore the EFT staff for each posi-
tion (see Table 7.6 and Appendix F, Table F.6) should be bilingual in English
and French.
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7.3.6 Option l : number of system level personnel by required languages
The system level personnel considered here (see Table 7.7 and
Appendix F, Table F.7) are of two types. The professional staff work in some
way either directly or indirectly with the curriculum, i.e. they have some
involvement with it and hence need to work in the languages that are in the
curriculum, and are supported by the appropriate staff. Each category of staff
need skills in the languages proportionate to the time spent working in those
languages.
In Vanuatu the primary English medium curricula are the same in number
and in curriculum time demands as the French medium curricula. Hence, in
Option 1 the language skills required of the EFT curriculum developers and
their support staff is split evenly between English and French. Thus, of the ten
EFT curriculum development personnel, five should speak English and five
should speak French, while of the two support staff, 1 .0 EFT person should
speak English and 1.0 should speak French (see Table 7.7).
Another position where the language requirements are split evenly
between English and French is that of the inspector for Grades 11,12 and 13,
responsible for senior secondary schooling, INTV and VTC. The one position
requires 0.5 EFT person for English and 0.5 EFT person for French.
The personnel in all the other positions, e.g. curriculum advisory staff,
assessment and examinations staff and interpreters, are all working with either
teachers, materials from students, or materials for school and system staff and
students. As the distribution of staff and students in the system is approximately
60% anglophone and 40% francophone, the need is for this distribution to be
reflected in the language skills of the remainder of system level personnel (see
Table 7.7).
248
Table 7.7 Option 1 : system level personnel by required languages
PROFESSIONAL OFFICE
AND
CATEGORY OF STAFF
No. OF
EFTSUs
REQUIRED
LANGUAGES
E F
SYSTEM LEVEL PROFESSIONAL PERSONNFI
Primary curriculum development
Senior
1 0.5 0.5
Junior 9 4.5 4.5
Primary curriculum advisory
Senior 5 3.0 2.0
Junior 1
1
6.6 4.4
Assessment & examinations 2 1.2 0.8
Translators 5 3.0 2.0
Inspectors: Grades
1 to 6 5 3.0 2.0
7 to 10 1 0.6 0.4
1 1 to 1
3
1 0.5 0.5
Interpreters 3 1.8 1.2
SYSTEM LEVEL OFFICE PERSONNEL
Primary curriculum development 2 1.0 1.0
Primary curriculum advisory 5 3.0 2.0
Assessment & examinations 1 0.6 0.4
Translation 2 1.2 0.8
Inspection 2 1.2 0.8
Interpreting 1 0.6 0.4
7.3.7 Option 1 : comments
The following points can be made about this option which, it will be
recalled, is the present structure of education in Vanuatu.
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(1 ) It continues the historical, colonial curriculum structure established when
Vanuatu was under the joint control of Britain and France.
(2) For each student one identity, anglophonicity for anglophones and
francophonicity for francophones, is strongly fostered.
(3) Only a small allocation of curriculum time is made to anglophones to
learn French and to francophones to learn English, with the result that the two
new identities being fostered, i.e. anglophonicity for francophones and franco-
phonicity for anglophones, are only weakly developed.
(4) The functions being fostered are in the Lis of some students (those who
speak English or French) and the L2s of the remainder of the students (those
who speak Bislama or a natiolect).
(5) Ignoring the LI s of 95% of the students by starting schooling in a L2 (a)
leads the students into the condition of semilingualism (see Subsection 2.8.1),
(b) results in much learning in the early years of schooling being ineffective, (c)
delays literacy by attempting to develop it in L2 when it has not been developed
in LI
,
and (d) significantly increases the number of years of schooling that are
needed to achieve the equivalent of what is learnt in other states in 13 years of
schooling.
(6) Ignoring the Lis and linked identities of 95% of NiVanuatu students
means that the nationicity of most students is not seen as one that needs to be
either maintained or developed through schooling
(7) The option is elitist in that it advantages for their entire education the 5%
of the students who speak English or French as their LI
.
(8) The only language that could overcome the societal division, Bislama, is
ignored. The option assumes that NiVanuatu will learn enough of the statilect.
and hence develop their staticity, in their daily interaction with each other, to
break down this division.
2 5 0
(9) The option assumes that English and French are the most appropriate
languages for modernization and development.
These points and other more general issues, such as those about the
language skills and pedagogical training of the teachers and the language
skills of other personnel, are discussed in greater detail in Chapter 8.
7.4 Option 2
While still adhering to the basic anglophone/francophone division in the
Vanuatu population this option adds both the natiolects and Bislama to the
curriculum.
7.4.1 Option 2: aims
In this option there are six categories of students, four target languages
(Bislama, English, French and the natiolects) and ten language functions that
are to be fostered, to varying extents, through the curriculum. There are three for
Bisiama (the ethnilect, statilect and regiolect functions), three for English (the
ethnilect, regiolect and LWC functions), and three for French (the ethnilect,
regiolect and LWC functions) and one for the natiolects (the natiolect function).
The situation is summarized in Table 7.8.
7.4.2 Option 2: curriculum pattern, program and subprogram
The curriculum pattern has one language as a Ml and another language
as a CS (Pattern 2, Appendix D).
Table 7.8 Option 2: students, target languages and aims
STUDENTS'
LI
A/F TARGET LANGUAGES
BISLAMA ENGLISH FRENCH NATIOLECT
Bislama A ethnilect - -
_
statilect - -
-
regiolect REGIOLECT regiolect -
- LWC Iwc -
F ethnilect - -
_
statilect - -
-
regiolect regiolect REGIOLECT -
- Iwc LWC -
English - ETHNILECT - -
statilect - -
-
regiolect REGIOLECT regiolect -
- LWC Iwc -
French - - ETHNILECT -
statilect - - -
regiolect regiolect REGIOLECT -
- Iwc LWC -
Natiolect A - - - natiolect
statilect - - -
regiolect REGIOLECT regiolect -
- LWC Iwc -
F - - - natiolect
statilect - - -
regiolect regiolect REGIOLECT -
- Iwc LWC -
KEY
UPPER CASE TEXT =
lower case text =
lower case text =
A/F =
to foster to a moderate extent
to weakly foster
to foster to a minimal extent
not applicable or is not fostered
future anglophones/francophones
the target language is the students' LI
For students who speak Bislama or a natiolect as their LI
,
the program is
transitional bilingual schooling in the LI and a L2 in Grades 1 to 6, with two
LCSs from Grades 7 to 13 (Program 2.4, Appendix D). For students who speak
English or French as their LI, the program is monolingual schooling with the LI
as the Ml, with a L2 and a L3 as CSs from Grades 7 to 13 (Program 2.1
,
Appendix D).
The program is shown in detail in Figure 7.2.
7.4.3 Option 2: number of schools and classes by LMIs
The number of schools and institutions by LMIs for this option is shown in
Table 7.9, while the number of classes by LMIs and by LCSs for this option is
shown in Table 7.1 0.
Table 7.9 Option 2: schools and institutions by LMIs
No. OF MEDIUM
LEVEL SCHOOLS SINGLE BILINGUAL DUAL
E F E & N F & N E & F
PRIMARY 259 0 0 153 106 0
SECONDARY 17 1
1
4 0 0 2
INTV 1 0 0 0 0 1
VTC 1 0 0 0 0 1
GRADES
1 2
|
3 4 5 6 7 8 9 | 10
(a) ENGLISH MEDIUM EDUCATION
GRADES
11 12 13
INTV
////////
I TfflTTTTf TTTTTWT//////./2Z2ZZ2
sss w
V///////Z
(b) FRENCH MEDIUM EDUCATION
Figure 7.2 Option 2: curriculum program, Grades 1 to 13
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Table 7.10 Option 2: classes by LMIs and LCSs
LEVEL No. OF LMIs LCSs
CLASSES E F N B E F
PRIMARY 838 515 323 838 0 0 0
SECONDARY
Grades 7 to 10 112 68 44 0 112 44 68
Grades 1 1 & 12 14 10 4 0 14 4 10
Grade 13 3 2 1 0 3 1 2
TOTAL 129 80 49 0 129 49 80
INTV 34 17 17 0 34 17 17
VTC 4 2 2 0 4 2 2
7.4.4 Option 2: number of personnel by required languages
The number of personnel by required languages for this option is shown
in Table 7.1 1.
The numbers of teachers by required languages is calculated the same
way as in the first option. In situations where each primary school has at least
one class for each grade in the primary school grade sequence the number of
teachers needed in the phase in/phase out transition from Grade 1 to Grade
6 would be calculated from a formula along the following lines: in Grade 1 there
should be 0.91 7 of a teacher for La and 0.083 of a teacher for Lb, through 0.417
for La and 0.583 for Lb in Grade 3, to 0.917 of a teacher in Grade 6 for Lb and
0.083 of a teacher for La. However, here, with multigrade classes in all schools
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Table 7.1 1 Option 2: personnel by required languages
CATEGORIES OF No. OF REQUIRED LANGUAGES
PERSONNEL EFTSUs B E F N
PRIMARY SCHOOLS
Teachers 838.0 0 257.5 161.5 419.0
Other personnel 59.0 0 17.5 28.0 13.5
SECONDARY SCHOOLS
Teachers 186.1 26.9 91.6 67.6 0
Senior Teachers 17.5 1.5 8.5 7.5 0
Other personnel 61.0 0 38.2 22.8 0
INTV
Teachers 47.6 5.4 21.1 21.1 0
Senior teachers 3.6 0.4 1.6 1.6 0
Other personnel 10.0 0 5.0 5.0 0
VTC
Tutors 8.0 1.0 3.5 3.5 0
Other personnel 5.5 0 2.75 2.75 0
SYSTEM LEVEL
Curriculum development
staff 10.0 0 3.33 3.33 3.34
Other professional staff 33.0 0 16.50 16.50 0
Support staff 13.0 0 6.50 6.50 0
except for the six class and twelve class schools, it is simplest to calculate that
for this option in any one school on average 50% of the time will be in the
natiolect and 50% of the time in either English or French.
Certain staff need to speak Bislama. These are the Bislama CS teachers,
tutors and the senior teachers in charge of the CS, Bislama, in the secondary
schools, INTV and VTC.
The entry for the curriculum development staff shows that they should
speak a natiolect. This is not with the view of somehow being abie to speak a
vast number of natiolects. Rather, it is to suggest that through being able to work
professionally in at least one natiolect the staff would serve as a model to the
teachers and would be able to better appreciate the work that teachers do in the
natiolects.
7.4.5 Option 2: comments
The following points can be made about this option.
(1) Though changing the curriculum program the basic anglophone/franco-
phone division is continued.
(2) For each student one language linked identity is fostered to a moderate
extent, i.e. anglophonicity and francophonicity, while the others (Bislama linked
ethnicity, nationicity and anglophonicity for francophones and francophonicity
for anglophones) are only weakly fostered or fostered to a minimal extent.
(3) The major change from Option 1 is that all primary schools are now
bilingual schools. Because the English/French Ml division is maintained in
Grades 7 to 13, secondary schools are still single medium (apart from two dual
medium schools), while INTV and VTC are dual medium institutions.
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(4) The use of the Lis of all students, even in a phase in/phase out
program, should enable a satisfactory transition from home to schooling to be
made and a sound primary school learning program. It enables literacy to be
developed in the Lis of 95% of the students, it avoids semilingualism. and
should result in the transfer of LI skills to the L2s, in enhanced learning in the
L2s, and more effective learning over the thirteen grades.
(5) The statilect is fostered, though to a minimal extent. It may be enough to
have some positive results for all students in terms of state building.
(6) Students who speak English or French as their Lis are still advantaged
by the curriculum program, as their primary schooling will be done solely in their
Lis.
(7) The phase in/phase out bilingual primary program may need to be
serviced by part time teachers.
(8) The matter of whether ioo many languages are being studied, perhaps at
the expense of learning other material, needs to be considered.
(9) It is still assumed that English or French are the most appropriate lan-
guages for modernity and development.
These points and other more general issues, such as those about the
language skills and pedagogical training of the teachers and the language
skills of other personnel, are discussed in greater detail in Chapter 8.
7.5 Option 3
In this option Bislama is introduced as a Ml in both Grades 1 to 6 and
Grades 7 to 10, though the basic division between anglophone and franco-
phone NiVanuatu is still maintained However, instruction at INTV is in Bislama
for all students, though they still take English and French as LCSs, while VTC is
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a dual medium institution, with bilingual instruction in either Bislama and
English or Bisiama and French.
7.5.1 Option 3: aims
In this option there are six categories of students, three target languages
(Bislama, English and French) and nine language functions that are to be
fostered, to varying extents, through the curriculum. There are three for Bislama
(the ethniclect, statilect and regiolect functions), three for English (the ethnilect.
regiolect and LWC functions), and three for French (the ethnilect, regiolect and
LWC functions). The situation is summarized in Table 7.12.
7.5.2 Option 3: curriculum pattern, program and subprogram
In this option the pattern that is selected is the parallel bilingual pattern
for Grades 1 to 10 (Pattern 4, Appendix D) with variations in Grades 11 to 13 for
the schools and institutions.
For students who have Bislama, English and French as their Lis, the
program is equal bilingual school with the LI and a L2 as Mis in Grades 1 to 6
(Program 4.5, Appendix D), with, in Grades 7 to 10, a CS as a L3 (Subprogram
4.5.1
,
Appendix D). For students who have a natiolect as their LI the program is
equal bilingual schooling with a L2 and a L3 as Mis in Grades 1 to 6 (Program
4.6), and equal bilingual schooling in a L2 and a L3, with a L4 as a CS in
Grades 7 to 10.
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Table 7.12 Option 3: students, target languages and aims
STUDENTS’
LI
A/F TARGET LANGUAGES
BISLAMA ENGLISH FRENCH
Bislama A ETHNILECT - -
STATILECT - -
REGIOLECT REGIOLECT regiolect
- LWC Iwc
F ETHNILECT - -
STATILECT - -
REGIOLECT regiolect REGIOLECT
- Iwc LWC
English - ETHNILECT -
STATILECT - -
REGIOLECT REGIOLECT regiolect
- LWC Iwc
French - - ETHNILECT
STATILECT - -
REGIOLECT regiolect REGIOLECT
- Iwc LWC
Natiolect A STATILECT - -
REGIOLECT REGIOLECT regiolect
- LWC Iwc
F STATILECT - -
REGIOLECT regiolect REGIOLECT
- Iwc LWC
KEY
UPPER CASE TEXT = to foster to a moderate extent
lower case text = to foster to a minimal extent
- = not applicable or is not fostered
A/F = future anglophones/francophones
1
= the target language is the students' LI
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For Grades 11 to 13 the situation is rather mixed. In senior secondary
schooling it is monolingual schooling. For those students whose LI is either
English or French it is monolingual schooling in the LI
,
but with a L2 and a L3
as CSs (Program 2.1). For students whose LI is Bislama it is monolingual
schooling in a L2, with the LI and a L3 as CSs (Program 2.2). For students
whose LI is a natiolect it is monolingual schooling in a L2, with a L3 and a L4
as CSs (Program 2.3.1). A similar complexity pertains to schooling in INTV
(Bislama medium) and VTC (bilingual in either Bislama and English or Bislama
and French).
The curriculum program is shown in Figure 7.3.
7.5.3 Option 3: number of schools and classes by LMIs
The number of schools and institutions by LMIs for this option is shown in
Table 7.13, while the number of classes by LMIs and by LCSs for this option is
shown in Table 7.1 4.
7.5.4 Option 3: number of personnel by required languages
The number of personnel by required languages for this option is shown
in Table 7.1 5.
(b) FRENCH MEDIUM EDUCATION
-X
= Bislama sss = senior secondary school
= English VTC = Vanuatu Teachers College
= French INTV = Institut National de Technologie de Vanuatu
Figure 7.3 Option 3: curriculum program, Grades 1 to 13
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Table 7.13 Option 3: schools and institutions by LMIs
LEVEL
No. OF
SCHOOLS
MEDIUM
SINGLE BILINGUAL DUAL
B E F B & E B & F E & F
PRIMARY 259 0 0 0 153 106 0
SECONDARY
Grades 7 to 10 17 0 0 0 12 5 0
Grades 1 1 to 13 0 (2) (1) 0 0 0
INTV 1 1 0 0 0 0 0
VTC 1 0 0 0 0 0 1
( )
= Grades 1 1 to 1 3 are single medium though the remainder of each school
is bilingual (two are B & E and one is B & F) and are entered in the
bilingual columns.
Table 7.14 Option 3: classes by LMIs and LCSs
LEVEL No. OF LMIs LCSs
CLASSES B E F B E F
PRIMARY 838 838 515 323 0 0 0
SECONDARY
Grades 7 to 10 112 112 68 44 0 44 68
Grades 1 1 and 1
2
14 0 10 4 14 4 10
Grade 1
3
3 0 2 1 3 1 2
TOTAL 129 112 80 49 17 49 80
INTV 34 34 0 0 0 20 14
VTC 4 4 2 2 0 0 0
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Table 7.15 Option 3: personnel by required languages
CATEGORIES OF No. OF REQUIRED LANGUAGFS
PERSONNEL EFTSUs B E F
PRIMARY SCHOOLS
Teachers 838 419 257.5 161.5
Other personnel 59.0 29.5 13.5 16.0
SECONDARY SCHOOLS
Teachers 186.1 71.7 64.5 49.9
Senior Teachers 17.5 4.5 7.0 6.0
Other personnel 61.0 18.0 27.6 15.4
INTV
Teachers 47.6 36.8 5.4 5.4
Senior teachers 3.6 2.8 0.4 0.4
Other personnel 10.0 10.0 0 0
VTC
Tutors 8.0 4.0 2.0 2.0
Other personnel 5.5 2.75 1.375 1.375
SYSTEM LEVEL
Curriculum development
staff 10.0 3.33 3.33 3.34
Other professional staff 33.0 16.6 9.8 6.6
Support staff 13.0 6.0 4.0 3.0
7.5.5 Option 3: comments
The following points can be made about this option.
(1) Though changing the curriculum program the basic anglophone/fran-
cophone division is continued in primary schools, secondary schools and VTC
However, INTV changes to a monolingual institution, with Bislama as the Ml.
(2) Primary and junior secondary schools and VTC are bilingual schools, in
Bislama and English or Bislama and French, with the consequence that the
students' staticity and either anglophonicity or francophonicity are fostered to a
moderate extent for each student.
(3) The allocation of curriculum time is such that the francophonicity of
anglophones and the anglophonicity of francophones is not developed to any
signficant extent.
(4) The inclusion of Bislama. fostering to a moderate extent, the statilect and
statality of the students should contribute to state building and hence to
ameliorating the anglophone/francophone division.
(5) With Bislama fostered to a moderate extent the students' regionicity and
the regiolect are also developed.
(6) The system is elitist in that the LI s of only 1 3% of the students (those who
speak Bislama, English or French) are fostered in the curriculum.
(7) The Lis of 87% of NiVanuatu students are ignored, resulting in several
negative aspects to the students' development (see Point (5), Subsection 7.3.7).
(8) With Bislama being fostered to a moderate extent the assumption that
English and French are the most appropriate languages for modernity and
development is not longer tenable. Bislama is now regarded as an appropriate
language for this purpose.
These points and other more general issues, such as those about the
language skills and pedagogical training of the teachers and the language
skills of other personnel, are discussed in greater detail in Chapter 8.
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7.6 Option 4
This option schools everyone, from Grade 1 to Grade 13, in both English
and French as Mis, with Bislama as a LCS.
7.6.1 Option 4: aims
In this option there are four categories of students, three target languages
(Bislama, English and French) and nine language functions that are to be
fostered, to varying extents, through the curriculum. There are three for Bislama
(the ethnilect, statilect and regiolect functions), three for English (the ethnilect.
regiolect and LWC functions), and three for French (the ethnilect, regiolect and
LWC functions). The situation is summarized in Table 16.
7.6.2 Option 4: curriculum pattern, program and subprogram
The curriculum is the parallel bilingual pattern that has a LCS from
Grades 1 to 1 3 (Pattern No. 4.6, Appendix D). It is the same pattern in the
schools and INTV and VTC.
The subprogram for the majority of students, i.e. for those whose LI is a
natiolect, is equal bilingual schooling, with L2 and L3 as Mis, with throughout a
L4 as a CS (Subprogram 4.6.2). For those students for whom English and
French are their Lis, the LI and a L2 are Mis and a L3 is a CS (Subprogram
4.5.1 ), However, for those for whom Bislama is their LI , the subprogram is
equal bilingual schooling, with L2 and L3 as the LMIs and with LI as a LCS
(Subprogram No. 4.6.1).
The subprogram is shown in Figure 7.4.
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Table 7.16 Option 4: students, target languages and aims
STUDENTS'
LI
TARGET LANGUAGES
BISLAMA ENGLISH FRENCH
Bislama ethnilect -
statilect - _
reaiolect REGIOLECT REGIOLECT
- LWC LWC
English - ETHNILECT _
statilect - -
reaiolect REGIOLECT REGIOLECT
- LWC LWC
French - - ETHNILECT
statilect - -
reaiolect REGIOLECT REGIOLECT
- LWC LWC
Natiolect - - -
statilect - -
reaiolect REGIOLECT REGIOLECT
- LWC LWC
KEY
UPPER CASE TEXT = to foster to a moderate extent
lower case text = to weakly foster
not applicable or is not fostered
the target language is the students' LI
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KEY
= Bislama SSS
= English VTC
= French INTV
senior secondary school
Vanuautu Teachers College
Institut National de Technologie Vanuatu
Figure 7.4 Option 4: curriculum program, Grades 1 to 13
7.6.3 Option 4: number of schools and classes by LMIs
The number of schools and institutions by LMIs for this option is shown in
Table 7.1 7, while the number of classes by LMIs and LCSs for this option is
shown in Table 7.1 8.
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Table 7.17 Option 4: schools and institutions by LMIs
LEVEL SCHOOLS AND
INSTITUTIONS
BILINGUAL
E&F
PRIMARY 259 259
SECONDARY 17 17
INTV 1 1
VTC 1 1
Table 7.18 Option 4: classes by LMIs and LCSs
LEVEL No. OF LMIs LCS
CLASSES E F B
PRIMARY SCHOOLS 838 838 838 838
SECONDARY SCHOOLS
Grades 7 to 10 112 112 112 112
Grades 1 1 and 12 14 14 14 14
Grade 13 3 3 3 3
TOTAL 129 12S 129
INTV 34 34 34 34
VTC 4 4 4 4
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7.6.4 Option 4: number of personnel by required languages
The number of personnel that is required to fill the positions in the
schools, institutions and the system is shown in Table 7.19. The numbers reflect
in various ways the proportion of curriculum time for each LMI and LCS.
Table 7.19 Option 4: personnel by required languages
CATEGORIES OF
PERSONNEL
No. OF
EFTSUs
REQUIRED LANGUAGES
B E F
PRIMARY SCHOOLS
Teachers 838.0 100.6 368.7 368.7
Other personnel 59.0 0 29.5 29.5
SECONDARY SCHOOLS
Teachers 186.1 26.9 79.6 79.6
Senior Teachers 1 7.5 1.5 8.0 8.0
Other personnel 61.0 0 30.5 30.5
INTV
Teachers 47.6 5.4 21.1 21.1
Senior teachers 3.6 0.4 1.6 1.6
Other personnel 10.0 0 5.0 5.0
VTC
Tutors 8.0 1.0 3.5 3.5
Other personnel 5.5 0 2.75 2.75
SYSTEM LEVEL
Curriculum development
staff 10.0 0.5 4.75 4.75
Other professional staff 33.0 0 16.5 16.5
Support staff 13.0 0 6.5 6.5
2 7 0
7.6.5 Option 4: comments
The following comments can be made about this option.
(1 ) It still focuses on English and French but the curriculum program is quite
different from those in the first three options. All schools are bilingual schools
and English and French are fostered to the same extent, a moderate extent, for
all students. The colonial system is dispensed with.
(2) The option assumes that English and French are the most appropriate
languages for modernity and development.
(3) Bislama is weakly fostered, but as everyone now learns both English and
French, this may not be a concern. That is, an English/French bilingual
education for everyone heralds a shift in statilect from Bislama to both English
and French.
(4) It is elitist in that only 1 3% of the students have schooling in their LI
,
with
those who have English and French as their Lis being the most advantaged.
(5) The natiolects, the LI s of 87% of the students, are still ignored, with
negative effects on the students' development (see Point (5), Subsection 7.3.7).
These points and other more general issues, such as those about the
language skills and pedagogical training of the teachers and the language
skills of other personnel, are discussed in greater detail in Chapter 8.
7.7 Option 5
This option breaks with the traditional English/French pattern.
7.7.1 Option 5: aims
In this option there are four categories of students, three target languages
(Bislama. English and French) and nine language functions that are to be
fostered, to varying extents, through the curriculum. There are three for Bislama
(the ethnilect, statilect and regiolect functions), three for English (the ethnilect.
regiolect and LWC functions), three for French (the ethnilect, regiolect and LWC
functions). The situation is summarized in Table 7.20.
7.7.2 Option 5: curriculum pattern, program and subprogram
In this option several patterns are combined: Pattern 5 in Grades 1 to 6,
Pattern 4 in Grades 7 to 13 in the secondary schools, and Pattern 2 in INTV and
VTC.
For those students for whom Bislama is their LI
,
primary schooling is in
their LI
,
and L2 and L3 are Mis and LI is a CS in secondary school. For stud-
ents who have a natiolect as their LI
,
primary schooling is in a L2. and a L3 and
a L4 are Mis and L2 is a CS in secondary school. For those who have English
or french as a LI
,
primary schooling is in L2, and the LI and a L3 are Mis and
the L2 is a CS in secondary schools. INTV and VTC are monolingual, with Bis-
lama as Ml, and with English and French as LCSs.
The subprograms are shown in Figure 7.5.
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Table 7.20 Option 5: students, target languages and aims
STUDENTS' TARGET LANGUAGES
LI BISLAMA ENGLISH FRENCH
Bislama ETHNILECT - _
STATILECT - _
REGIOLECT reaiolect reaiolect
- Iwc Iwc
English - ethnilect _
STATILECT - -
REGIOLECT reaiolect reaiolect
- Iwc Iwc
French - - ethnilect
STATILECT - -
REGIOLECT reaiolect reaiolect
- Iwc Iwc
Natiolect - - -
STATILECT - -
REGIOLECT reaiolect reaiolect
- Iwc Iwc
KEY
UPPER CASE TEXT = to foster to a moderate extent
lower case text = to weakly foster
-
= not applicable or is not fostered
= the target language is the students' LI
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GRADES
1 2 3 4 5 6 7 8 9 10
KEY
/ =
= Bislama SSS
= English VTC
French INTV
Figure 7.5 Option 5: curriculum program, Grades 1 to 13
7.7.3 Option 5: number of schools and classes by LMIs
The number of schools and institutions by LMIs for this option is shown in
Table 7.21
,
while the number of classes by LMIs and LCSs for this option is
shown in Table 7.22.
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Table 7.21 Option 5: schools and institutions by LMIs
LEVEL NUMBER
OF
SCHOOLS
SINGLE
MEDIUM
SCHOOLS
BILINGUAL
SCHOOLS
PRIMARY 259 259 0
SECONDARY 17 0 17
INTV 1 1 0
VTC 1 1 0
Table 7.22 Option 5: classes by LMIs and LCSs
LEVEL No. OF
CLASSES
LMIs LCSs
B E F B E F
PRIMARY 838 838 0 0 0 0 0
SECONDARY
Grades 7 to 1
0
112 0 112 112 112 0 0
Grades 1 1 and 1
2
14 0 14 14 14 0 0
Grade 13 3 0 3 3 3 0 0
TOTALS 129 0 129 129 129 0 0
INTV 34 34 0 0 0 34 34
VTC 4 4 0 0 0 2 2
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7.7.4 Option 5: number of personnel by required languages
The number of personnel that is required to fill the positions in the
schools, institutions and the system is shown in Table 7.23. The numbers reflect
in various ways the proportion of curriculum time for each LMI and LCS.
7.7.5 Option 5: comments
The following comments can be made about this option.
(1 ) In this option Bislama is the Ml for all primary schooling. INTV and VTC.
while English and French are both Mis for all students in secondary schools.
This option, too, breaks with the English/French traditional pattern.
(2) The students' staticity as Bislama speakers is fostered in the option.
(3) With English and French as the Mis in secondary school, modernity and
development are seen as being achieved through English and French.
(4) It is elitist in that only 8% of the students, those who speak Bislama, have
their primary schooling in their LI . Further, in secondary school only 5% of the
students kave their LI as a Ml (1% in English and 4% in French).
(5) The natiolects, the LI s of 87% of the students, are still ignored, with
negative effects on the students development (see Point (5), Subsection 7.3.7).
These points and other more general issues, such as those about the
language skills and pedagogical training of the teachers and the language
skills of other personnel, are discussed in greater detail in Chapter 8.
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Table 7.23 Option 5: personnel by required languages
CATEGORIES OF
PERSONNEL
No. OF
EFTSUs
REQUIF1ED LANGUAGES
B E F
PRIMARY SCHOOLS
Teachers 838.0 838.0 0 0
Other personnel 59.0 59.0 0 0
SECONDARY SCHOOLS
Teachers 186.1 26.9 79.6 79.6
Senior Teachers 17.5 1.5 8.0 8.0
Other personnel 61.0 0 30.5 30.5
INTV
Teachers 47.6 36.8 5.4 5.4
Senior teachers 3.6 2.8 0.4 0.4
Other personnel 10.0 10.0 0 0
VTC
Tutors 8.0 6.0 1.0 1.0
Other personnel 5.5 5.5 0 0
SYSTEM LEVEL PERSONNEL
Curriculum development, cur-
riculum advisory, assessment
and examinations, and Grades
1 to 6 inspection staff
33.0 33.0 0 0
Other professional staff 10.0 3.4 3.3 3.3
Support staff 13.0 9.0 2.0 2.0
277
The presentation of the five language-in-education planning options for
Vanuatu stands as a test of the usefulness of the language-in-education
planning model that featured in Chapter 4. The task in the concluding chapter of
this study is to evaluate the usefulness of the language-in-education planning
model. Two points are focused on: (1) the processes in the general model and
(2) the preparation and consideration of options, i.e. the sixth phase.
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CHAPTER 8: CONCLUSION:
EVALUATION OF THE LANGUAGE-IN-
EDUCATION PLANNING MODEL
In this chapter the theoretical and technical points presented in Chapters
2 and 3 are held against the data about New Hebrides and Vanuatu in Chap-
ters 5 and 6 and the policy options presented in Chapter 7 with a view to evalu-
ating the language-in-education model presented in Chapter 4.
Two components of the study are evaluated. The first component is the
language-in-education planning model as a whole. Here the data from the
survey of the use of the various languages in society and in education in New
Hebrides and Vanuatu are held against the ten phase model to ascertain to
what extent the model provides a satisfactory framework for describing the use
and the changes in the use of the various languages in New Hebrides and
Vanuatu. The second component is the sixth phase in the model, namely the
preparation and consideration of options. Here, the options are examined to
see to what extent changes in language linked identity aims and curriculum
programs have on the language attributes that are required of the personnel
and to ascertain other points of concern for language-in-education planning.
8.1 The language-in-education planning model
The first task is to evaluate, as a whole, the language-in-education plan-
ning model that was presented in Chapter 4. This is based on the survey, con-
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ducted almost entirely from secondary rather than primary sources, of the use of
various languages both in society and in education in New Hebrides and Vanu-
atu from the 1820s onwards.
The model indicated that the starting point of any language-in-education
planning was a consideration of the relevant linguistic environment, within
which individuals develop one or more language linked identities. It was shown
that in New Hebrides and Vanuatu there are 104 natiolects and from the 1820s
several nonindigenous languages were introduced to the country, amongst
which are "trade pidgin" (which later, in a more developed form, became known
as Bislama), English and French. Thus, a quite complex linguistic situation
developed, with many individuals having two or more language linked identities
and with several intermingled linguistic communities.
The model itself has ten phases. The first phase is that a language issue
emerges. Several such language issues over the last 170 years were identified,
e.g. the need for the missionaries to be able to communicate with the New Heb-
rideans in the Melanesian languages which they found in the New Hebrides,
the place of Bislama in. missionary activities, the need in the 1970s for a com-
mon language for New Hebrideans in their struggle for independence from
Britain and France and the need for access to modern technology.
Mobilization on the issue is the second phase in the model, while poli-
ticization of the issue is the third. The survey does not show much in the way of
mobilization and politicization on the issues, yet they can be inferred from sub-
sequent events, e.g. the discussion of and debates about language issues at
the various meetings of the missionary organizations, the holding of language
planning conferences, the pronouncements of various political figures, the
change from natiolects to English and French as Mis from the 1950s onwards,
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the decisions of the VP in 1977 about the use of English and French in the
schools and the demonstrations against those decisions.
With the fourth phase, making a procedural decision, the survey did not
reveal such decisions. However, from subsequent actions by mission organi-
zations, governments and other organizations, it is clear that decisions to place
issues on agendas were made.
With the fifth phase, conducting surveys and making forecasts, it was
indicated that often this phase is left out of the planning process. However, as
synods, councils and assemblies have been held regularly by the various
missionary organizations it is clear that from time to time they conducted
informal surveys amongst their members on language issues. Further, the
government of Vanuatu conducted, through the 1982 Education Commission,
such a survey and submissions were called for and received by the Minister of
Education in regard to future actions about Grades 11 to 13 English medium
and French medium education.
Preparing and considering options, the sixth phase, is another phase that
is frequently missed out of the planning process. Three aspects of this are
identified as important.
The first is that of aims, target populations and contexts for learning. Aims
about which language or languages were to be used were established by the
mission organizations and these gradually changed form learning the Bible
through the natiolects, to general education through the natiolects, to general
education through English and French. At times other decisions were made,
e.g. to teach English at the turn of the century to students whose parents
demanded it and to use Bislama in the work of the QKM and the MMQ. Since
independence, the Vanuatu government has adhered to the constitution and,
except for one short venture in 1987, has ensured that education is carried out
only through English and French. Language linked identities have never been a
conscious focus of educational activities in New Hebrides and Vanuatu. The
target population has been clearly identified. Initially, with the mission organiza-
tions, it was adults. This gradually changed to a mix of adults and children and
gradually, in so far as this study is concerned, to school aged children. The
learning contexts similarly have changed. First, learning was undertaken in the
church and the community, later in the school and community, and then, in so
far as this study is concerned, only in the schools.
In regard to the second aspect, there is no indication that any of cost
benefit, cost effectiveness, cost utility or cost feasibility studies in regard to the
languages to be used in education have been carried out. Rather, it seems that
decision making on political and religious costs and benefits has been the
norm.
The third aspect is resource feasibility. In the survey there are indications
that there has been considerable concern about whether the resources would
be available for this or that course of action. For example, when the Presbyteri-
ans established the Tangoa Teacher Training Institute in 1895 English was
chosen as the Ml as it was clear that they realized that they did not have the
resources to teach all the candidates in their own natiolects. The Education
Commission in 1982 raised the matter of the availability of resources, particu-
larly for teaching in the natiolects. Further, at the languages planning confer-
ences in the 1980s the matter of resources, resource availability and resource
feasibility were always raised.
The seventh phase is deciding on implementation. Here it is clear that
decisions have been made. For example, in the middle of the nineteenth cen-
tury the Presbyterians decided to standardize the orthographies for the natio-
lects, the Catholics decided in 1 903 to use French as the Ml at their teacher
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training college, and the Vanuatu government decided, in 1983, to not accept
the recommendations of the 1982 Education Commission and to accept, in
1989, the recommendation to institute the International Baccalaureate for
Grades 11 to 13 senior secondary schooling.
Implementing a decision is the eighth phase. Here the survey indicates
that many decisions have been implemented, e.g. the use by the Catholics and
Presbyterians of the natiolects and of Mota by the Anglicans in the schools, the
use of Bislama in Queensland, the change to English or French in the schools
by all mission organizations from the 1950s onwards, the use by the Presby-
terians of a common orthography for the natiolects, the use of Bislama as the
vehicle for independence in the 1970s, the production and use of the Bible in
Bislama, and the use of English and French in the schools after independence.
Further, it is clear that some decisions, for example that to introduce the Inter-
national Baccalaureate, have not been implemented.
Evaluating an implementation is the ninth step. Apart from Charpentier
and Tryon's 1980 survey, this study did not indicate any formal evaluation of
what has been happening to the use of the languages in society and in educa-
tion in New Hebrides and Vanuatu. However, it is clear that over the years there
has been many informal evaluations of the situation and that actions have been
taken in the light of those evaluations. For example, an informal evaluation
would have lead the political leaders, particularly those in the VP, to consider
that Bislama was the most appropriate language to use to mobilize NiVanuatu
for independence. Further, on the one hand, the switch from natiolects to
English or French would be the result of informal evaluations that suggested
that in some way the natiolects were no longer appropriate as Mis and, on the
other hand, the continued use of only English and French in the 1980s, would
be the result of an informal evaluations that suggest that other languages, e.g.
Bislama and the natiolects, would not be appropriate for education.
The final process in the language-in-education planning model is that of
deciding future action. The survey did not reveai any formal feedback mechan-
isms or evaluations, but did indicate that decisions about future action have
been made on the basis of informal criteria over the last 170 years at various
points on a variety of matters.
In regard to the first aim of this study three points emerge. First, as only a
survey from secondary sources rather than a history from primary and second-
ary sources was undertaken, there are many gaps here in the story of language
use in New Hebrides and Vanuatu. Second, from what is revealed in the sur-
vey, the language-in-education planning model is adequate as a framework for
interpreting what has happened. The model’s promise should now be tested on
the basis of a history, rather than another survey, of language use in society and
in education. That is, the point that Cooper made, that the only recourse to
establishing the validity of a description might be the opinion of a second writer
familiar with the events being described (see Section 4.1), would seem appro-
priate here. Third, the general model provides a new. systematic and coherent
way of organizing language-in-education data.
8.2 The options
The purpose in developing the options was to see if they would show
differences in the languages that various personnel needed to know to do their
work effectively. But arising from this are two other points, which are also
commnets on below.
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8.2.1 Aims and language linked identities
For each option several aims were advanced, these being the education
system s aims for the Grade 1 to Grade 13 sequence in the schools.
Table 8.1 shows the percentage of curriculum time allocated to each lan-
guage in each option for the Grade 1 to Grade 13 school sequence. Further, it
shows for Options 1
,
2 and 3 the separate allocations to anglophone students
and francophone students and, for Options 4 and 5, where the division between
these two categories of students was discarded, the allocations for all students.
Six terms were used in the aims to indicate the extent of the commitment
of the education system to both the existing language linked identities of the
students and those language linked identities that the system could foster
(Section 3.2). Table 8.1 shows marked differences in the fostering of the differ-
ent languages from option to option. For example, in Option 1
,
both (a) the
English linked ethnicity and regionicity and the anglophonicity of the anglo-
phones and those who are to become anglophones and (b) the French linked
ethnicity and regionicity and the francophonicity of the francophones and those
who are to become francophones are, with 91.7% of the curriculum time allo-
cated to them over the thirteen years, very strongly fostered. In contrast, in
Options 2, 3 and 4, these language linked identities are fostered only to a
moderate extent, while in Option 5 the same identities are only weakly fostered.
Similar differences can be ascertained for the other language linked identities
from option to option.
However, in Vanuatu most of the students will not complete the thirteen
year sequence schooling sequence. Thus, of the school aged population for
each level of schooling, about 85% attend primary school, about 18% attend
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Table 8.1 Percentage of curriculum time per student per language in the
Grades 1 to 13 school sequence for each option
L OPTION 1 OPTION 2 1 OPTION 3
(a) Anglophone students
B 0 8.3 44.3
E 91.7 61 .0 47.4 L OPTION 4 OPTION 5
F 8.3 8.3 8.3 (c) A 1 students
N 0 22.4 0 B 13.70 53.2
Jb]Francophone students E 43.15 23.4
B 0 8.3 44.3 F 43.15 23.4
E 8.3 8.3 8.3 N 0 0
F 91.7 61.0 47.4
N 0 22.4 0
NOTE 1 . The figures above for Option 2 are for students whose LI is a natio-
lect. When an adjustment is made to take into account that students who have
as their Lis either Bislama. English or French do not have to study a natiolect,
the percentages of time for these students in their LI s become as follows:
Bislama (37% instead of 8.3%), English (83.4% instead of 61%) and French
(83.4% instead of 61%).
each of Grades 7 to 10, and, excluding INTV and VTC, about 5% attend each of
Grades 11 and 12 and aboui 1% attend Grade 13.
Analysis of the perceniage of time spent with each language at the end of
the four sequences, i.e. Grades 1-6, 1-10, 1-12 and 1-13, reveals some signifi-
cant differences between the Grades 1-13 sequence and the three shorter
sequences (see Table 8.2).
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Table 8.2 Cumulative curriculum time per student per language at the end of
the Grades 1-6, 1-10, 1-12 and 1-13 sequences
GRADES A/F L OPTION
1
OPTION
2 1
OPTION
3
1-6 A B 0 0 50.0
t 100.0 50.0 50.0 L OPTION
4
OPTION
5
F 0 0 0 B 12.0 100.0
N 0 50.0 0 E 44.0 0
F B 0 0 50.0 F 44.0 0
E 0 0 0 N 0 0
F 100.0 50.0 50.0
N 0 50.0 0
1-10 A B 0 5.9 47.05
E 94.1 58.8 47.05
F 5.9 5.9 5.9 B 13.0 64.7
N 0 29.4 0 E 43.5 17.65
F B 0 5.9 47.05 F 43.5 17.65
E 5.9 5.9 5.9 N 0 0
F 94.1 58.8 47.05
N 0 29.4 0
1-12 A B 0 7.3 41.5
E 92.7 61.0 51.2
F 7.3 7.3 7.3 B 13.2 56.0
N 0 24.4 0 E 43.4 22.0
F B 0 7.3 41.5 F 43.4 22.0
E 7.3 7.3 7.3 N 0 0
F 92.7 61.0 51.2
N 0 24.4 0
1-13 A B 0 8.3 44.3
E 91.7 61.0 47.4
F 8.3 8.3 8.3 B 13.70 53.2
N 0 22.4 0 E 43.15 23.4
F B 0 8.3 44.3 F 43.15 23.4
E 8.3 8.3 8.3 N 0 0
F 91.7 61.0 47.4
N 0 22.4 0
NOTE 1 . The figures in Option 2 are for the students whose LI is a natiolect.
Cumulative percentages for students who speak Bislama as their LI are shown
in Note 1
,
Table 8.1
.
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The main differences affect the students who leave at the end of Grade 6
Thus, in Options 1
, 2, and 3 there are aims relating to anglophones learning
French and francophones learning English. However, as the students are not
exposed to the other language in any of Grades 1 to 6 this aim is not realized by
the end of Grade 6. In Option 2 an aim is to weakly foster the nationicity and
natiolects of the students, but at the end of Grade 6 the students have had half
their schooling in their natiolects and, in terms of the percentage ranges given
above for the various aims, this result here is rather that the natiolect has been
fostered to a moderate extent. Similarly with Option 5. The aim, with Bislama, is
"to foster to a moderate extent" the students’ ethnicities, staticity and regionicity,
but if the students leave school at the end of Grade 6 they have had all their
schooling in Bislama, and the aim was, in reality, to foster Bislama very strongly.
Thus, aims regarding English and French linked identities cannot be met.
The implication for language-in-education planning is that aims that
cover the whole thirteen year sequence may not be realized for students who
do not complete the thirteen year sequence. Hence it may be appropriate to
develop either separate sets of aims for each of the shorter sequences, or to
develop, within the thirteen year sequence, aims for the shorter sequences.
8.2.2 Aims and curriculum programs
The five curriculum programs in these options are examples of some of
the patterns that were presented in Chapter 3 and the programs and subpro-
grams presented in Appendix D. The patterns form a general guide as to what
could be implemented in an education system, in any one school within an edu-
cation system or, indeed, in any one class in a school.
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Aims and curriculum patterns, programs and subprograms are clearly
interdependent. That is, if the policy is to strongly foster a specific language
linked identity of the students then a program or subprogram will be instituted
that will apportion between 66% and 90% of curriculum time to that language
while one which is to be fostered to a minimal extent will have from 1% to 10%
of curriculum time allocated to it. Thus, Option 1
,
has as one of its aims to
strongly foster the anglophonicity of anglophone or prospective anglophone
students and has allocated 100% of the time in Grades 1 to 6 to the language
(see Table 8.2) and, by the end of Grade 13, 91.7% of the time has been allo-
cated to English (see Table 8.2). In contrast, in the same option, is the treatment
of English for francophone students. Here the aim is foster to a minimal extent
the anglophonicity of francophone students. An examination of Table 8.2
reveals, that no time is allocated to it in Grades 1 to 6 and that by the end of
Grade 1 3 only 8.3% of the total curriculum time from Grades 1 to 1 3 has been
allocated to the language.
However, the patterns, programs and subprograms are guides as to the
way curriculum time could be allocated at a general level to the different lan-
guages in furtherance of language linked identities at the different levels of
schooling. They do not indicate how a given school will organize its own curri-
culum program. Take the example, as in Option 3, of a parallel bilingual educa-
tion subprogram, without a LCS, in Grades 1 to 6. Its essential feature is that
half the time is allocated to La and half to Lb. However, this can be organized in
many different ways in the schools. For example, La and Lb can alternate by
years, by terms, by months, by weeks and by days, e.g. one week in La and one
week in Lb, rather than running in parallel over the designated number of years.
Or again, the LCS that was supposed to feature for 1 2% of the curriculum time
for each year in a six year program, as in Option 4, can be delayed and become
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36% of the time in each of the last two years of the program. However, as such
variations could lead to problems in at least two areas, that of language learn-
ing and that of the provision of resources, the advantages and disadvantages of
such variations must be carefully weighed up.
A further point must be considered here and that is the roles of the home,
the community and other entities in learning the language under consideration
(see Chapter 4, Subsection 4.8.2) and the relationship between those roles
(assumed or known) and decisions about what to include and exclude from the
curriculum. For example, in regard to Options 1 to 4, language-in-education
decision makers may be assuming that the students will learn Bislama in their
communities and society as a whole and hence see less need to include it in
the curriculum. In contrast, in Option 5 the assumption might well be that English
and French are being learnt well enough in the communities and society as a
whole and that what is not being learnt, and hence should be fostered, is Bis-
lama. Hence, the curriculum program allows for 100% of the curriculum time to
Bislama in Grades 1 to 6, with, by the end of the thirteen year sequence, some
53.4% of the curriculum time having been allocated to Bislama.
The underlying issue is the functions that la specific language is to con-
tinue to serve or, in the case of a change in policy, will serve or will no longer
serve in either the whole entity (e.g. the statilect fulfilling its comprehensive in-
tracommunal statal function) or a part of the entity (e.g. a language fulfilling the
restricted intercommunal scientific function or a language being seen as no
longer capable of or necessary for fulfilling a particular function). The question
is should the language be included in the curriculum and, if so, to what extent
and for which students, or should the language be excluded from the curricu-
lum, either totally or for specific categories of students, even though it fulfills
functions in the entity? The policy makers need to decide on the role that the
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school should play in preparing students to use a specific language for a speci-
fic function, such functions having considerable consequences in terms of, for
example, identity and career, for each student.
Overall, what is important for language-in-education planning is that the
curriculum time allocations per language are known, are timetabled in an edu-
cationally sound way and are appropriately resourced. Further, the role of the
school and of other entities in the learning of languages for specific functions,
should be known and should feature as a variable in the options.
8.2.3 Teachers
Teachers are probably the most important component of an education
system and it is desirable that detailed attention be paid to them. Several points,
arising out of the options, are commented on in this subsection.
First, it was argued that many options require the same numbers of per-
sonnel by categories and that, when dealing with language linked identity aims,
an approach based solely on the numbers required in each personnel category
is inadequate. What is needed when language linked identity aims are being
considered is the preparation of options that identify in detail the number of
each category of personnel by the languages that they need to work effectively.
With each of the five options having different language linked identity aims and
curriculum programs that reflect those aims it can be expected that the teachers
needed by required languages would also reflect those aims.
Table 8.3 shows the teachers by required languages for primary and
secondary schools by each option.
Table 8.3 Teachers by required languages for primary and secondary
schools, Options 1 to 5
OPTION LANGUAGES
B E F N
PRIMARY (n = 838)
1 - 515.0 323.0 .
2 - 257.5 161.5 419.0
3 419.0 257.5 161.5 _
4 100.6 368.7 368.7 _
5 838 - - _
SECONDARY (n = 186.1)
1 - 108.0 78.1 _
2 26.9 91.6 67.6 _
3 71.7 64.5 49.9 _
4 26.9 79.6 79.6 _
5 26.9 79.6 79.6 -
When Table 8.3 is examined, significant differences can be ascertained
between each option in the numbers of teachers by required languages. In the
first option, the current situation in Vanuatu, there are 838 teachers, 515 of
whom need to be fluent in English and 323 of whom need to be fluent in French.
In Option 2 the natiolects are taught in the primary schools in a phase in/phase
out bilingual education program and hence half the primary teachers need to be
fluent in the appropriate natiolects, while the remainder need to speak English
or French. In contrast, Option 5 is a monolingual Bislama medium program and
needs 838 Bislama primary school teachers. Similar differences are evident
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across the options in the numbers of teachers by required languages in the
secondary schools.
The implication for language-in-education planning is clear: the aims
influence the program that is chosen and the program to be effectively imple-
mented requires specific language skills amongst the teachers. Thus, rather
than simply calculating the gross number of teachers needed, the language
skills required by the teachers for a range of curriculum programs can be
accurately predicted and included in the development of each option.
A second point of interest concerning teachers is the pedagogies for
which they have been trained (see Section 3.3). By this is meant whether the
teachers have been trained to teach students who speak the target language as
(a) their Li
,
(b) their L2 in a local community that uses the language and where
the students can use what they learnt at school in that community or (c) their L2
where the only use of the language is between the teacher and the students
and between students. Even if teachers are trained in all three pedagogies it is
still the case that the pedagogy should match the language learning demands
of the situation.
The required numbers of teachers by training in the different pedagogies
for each option is shown for primary school teachers in Table 8.4.
In all options the language that some teachers, primary and secondary
alike, will be teaching in as the Ml will be either the first language of some of the
students or a second language of some of the students or a mix of first language
and second languages. Table 7.1 gives the following estimates by LI for the
total population and, by implication, for the student population: Bislama: 8%,
English: 1%. French: 4% and natiolects: 87%. These percentages should influ-
ence the type of pedagogic training that the primary school teachers get and
should influence the placement of those teachers.
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Table 8.4 Primary school teachers by required pedagogical training
OPTION STUDENTS'
LI
PEDAGOGY
FIRST SECOND
COMMUNITY FOREIGN
1 B - 67.0 E,F
E 8.0 E - _
F 34.0 F - _
N - - 729.0 E.F
2 B 33.5 B 33.5 E.F _
E 8.0 E - _
F 34.0 F - _
N 364.5 N - 364.5 E.F
3 B 33.5 B 33.5 E,F _
E 4.0 E 4.0 B _
F 17.0 F 17.0 B _
N - 364.5 B 364.5 E,F
4 B 8.0 B 59.0 E,F -
E 3.5 E 4.5 B.F -
F 15.0 F 19.0 B,E -
N - 87.5 B 641.5 E.F
5 B 67.0 B - -
E - 8.0 B -
F - 34.0 B -
N - 729.0 B -
NOTE: the letters B, E, F and N in the Pedagogy columns indicate the target
languages for the students by LI and the languages which the teachers should
be fluent in. Two such letters, separated by commas, indicate alternatives, e.g.
E.F is read as English or French.
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Table 8.4 shows quite different pedagogical training needed by primary
school teachers for the five options. Option 2 is used as an example to show
how teacher numbers by pedagogies are calculated for the primary schools.
Here the curriculum program is half in the natiolects and half in either English or
French. The students who speak natiolects as their LI require an estimated 729
EFT teachers of whom 364.5 EFT teachers should be trained in LI pedagogy
for the 50% of the curriculum program that is taught in the natiolects, while
364.5 EFT teachers should be trained in either English (218.7 EFT teachers) or
French (145.8 EFT teachers) foreign second language pedagogy. Further, it will
be recalled (Section 7.2) that the remainder of the students do not need to learn
a natiolect and can substitute their own LI for the natiolect in the curriculum
program. Those students who speak English and French as their Lis will have
their entire primary schooling in their Lis and need 8.0 and 34.0 EFT teachers
with LI pedagogy in, respectively, English and French. Students who speak
Bislama as their LI need 33.5 EFT teachers with LI pedagogy for Bislama and
33.5 EFT teachers trained in either English (20.1 EFT teachers) or French (13.4
EFT teachers) community L2 pedagogy.
Table 8.4 and the analysis of the pedagogies required for primary school
teachers for Option 2 shows that the different pedagogical training required by
the teachers for the different categories of students within the curriculum pro-
grams of the different options can be clearly determined.
Third, closely associated with the different pedagogies is the relationship
between teachers and their identities, cultures and languages and students and
their identities, cultures and languages (see Subsection 4. 8. 3. 2). Thus, teachers
teaching a target language, either as the LMI or as a LCS, to students for whom
the language is their first language should not only be fluent in the language but
also have the appropriate language linked identity and its attendant culture. The
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same requirements should apply to teachers teaching a target second lan-
guage, specifically when it is the LMI. The argument is that if teachers are to be
role models for students in regard to the functions of a language in the entity,
then the teachers have to know the language thoroughly and to be appropriate-
ly enculturated. In effect, Table 8.4 shows not only the required pedagogical
training for the primary school teachers for each option but also the Lis. and
hence the language linked identities and the attendant cultures, that they
should have.
Fourth, there is a practical difficulty, faced by all education systems, and
that is how to meet the EFT teacher requirements that have been identified. This
is particularly acute in situations where there are only a few people and many
requirements. Even though it is an extreme case, the staffing the 74 one teach-
er primary schools is analyzed to illustrate the point. Table 8.5 shows the lan-
guages requirements for each option for the one teacher schools.
Table 8.5 Teachers by languages and options for one teacher primary
schools
OPTION REQUIRED LANGUAGES
B E F N
1 - 33.0 41.0 -
2 - 16.5 20.5 37.0
3 37.0 16.5 20.5 -
4 9.0 32.5 32.5 -
5 74.0 - - -
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In Option 1, 33 English speaking teachers and 41 French speaking
teachers are required. However, in Option 2 the same 74 schools need 16.5
English speaking teachers, 20.5 French speaking teachers and 37.0 teachers
speaking the relevant natiolects, while Option 3 has a similar requirement but
with Bislama replacing the natiolects. Option 4, a bilingual program with a LCS.
requires the same number of teachers for English and French and a smaller
number for Bislama, while Option 5 is the easiest option as it only requires
Bislama speaking teachers.
The problem for an education system is how can the requirements of
Options 2, 3 and 4 be met. Three means are evident. The first is to employ bilin-
gual or even trilingual teachers. Thus, the requirements of Option 2 can be met
by 41 teachers bilingual in the appropriate natiolect and French and 33 teach-
ers bilingual in English and the appropriate natiolect and Option 4 by 74 teach-
ers trilingual in Bislama, English and French. The second means is to employ
part time staff. Thus, the requirements for Option 2 would be met by 148 half
time teachers as follows: 74 for the natiolects, 41 for French and 33 for English,
while for Option 4 they would be met by 148 part time teachers as follows: 18 for
Bislama, 65 for English and 65 for French. However, this approach would not be
suitable for one teacher schools as it would mean that there would not be a
recognized person in authority there all the time, but would work for two teacher
and larger schools. The third approach is for schools to share teachers.
The first approach, bilingual or trilingual teachers, places a heavy burden
on the teachers, not just because of the languages that they know, but because
of the problems associated with ensuring that they use the languages in the ap-
propriate proportions in the curriculum so as to ensure that the students get the
opportunity to learn the languages to the required extent. The second approach
raises the problem of part time staff, and such matters as responsibilities within
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the school (particularly in small schools), remuneration, pensions and careers
for such staff, which cannot be pursued in this study. The third approach can be
effective when schools are close to each other, but may be less effective when
the distances are greater.
The same situation arises over the options in the secondary schools.
INTV and VTC. Here, however, there is usually much less of a problem because
such requirements are usually met by having the teachers qualified to teach in
two subjects. Hence, there is some built in flexibility in post primary schooling
staffing, but the same two approaches, bilingual staff and part time staff, with the
same administrative and management problems, may need to be used.
One other possible way of meeting the issue of the teachers needing to
have skills in specific languages is to involve additional personnel in some
capacity. Typically, these would be either teacher aides (or language assist-
ants) or community volunteers. For example, in Option 4, in a one teacher
school where the requirement is for English, French and Bislama, the teacher
may only speak English and French. If the teacher remains as a fuli time
employee the employment of a Bislama speaking teacher aide (i.e. a person
who is not a trained teacher but who receives a regular income, part time or full
time) may solve the pedagogic problem but will add further costs to the budget.
If the teacher cannot stay in full employment then it may be difficult to even
attract a teacher to the position. Conversely, while the use of one or more com-
munity volunteers to teach the subject will probably cost nothing in budgetary
terms it has certain disadvantages. For example, supervision and assistance in
the preparation of lessons may not give the teacher extra time for professional
activities, learning may be ineffective because the volunteer is not a trained
teacher, and the program may be disrupted because of other demands on the
volunteer's time. The first approach increases costs and may or may not result
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in effective learning. The second approach will keep monetary costs down but
may have other types of costs.
There is another difficulty in staffing the schools, specifically in situations
where there are small nations and few schools. For example, with Option 2,
there are 259 primary schools and 104 natiolects, but, given the size of many of
the nations (see Appendix A), many of the one teacher schools will be the only
school for a specific natiolect. Many of the teachers at such schools, though
accepting that they should teach for some time in their "own" school, would not
wish to spend their entire teaching career there. Hence, for the education sys-
tem this poses problems not only in the initial recruitment of a teacher for such a
program, but also for the future staffing of such schools as the one teacher, one
natiolect schools. As one way of meeting this problem an education system may
have to devise incentives that enable teachers in such situations to gain career
rewards while staying in the one school.
A final comment needs to be made, relating to the language that is
spoken by the members of the community in which the school is located. For
almost all the 259 primary schools, the major language of the school community
is a natiolect, while for the remainder, particularly in the urban areas and urban
peripheries, it is an ethnilect (either Bislama, English or French) or a mix of
transposed natiolects and ethnilects. In order to facilitate interaction between
the community and its school it is desirable that at least one member of the
school staff, the one teacher in a one teacher school or. preferably, the head
teacher in the two to six teacher schools and the principal in the twelve teacher
schools, should know the majority language of the school community. In the
secondary schools, INTV and VTC, the matter is not so pressing as the schools
are not linked to a specific local community and the students are drawn from all
over Vanuatu.
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The above matters need to be addressed in language-in-education plan-
ning, i.e. the issues and suggested ways to deai with them need to be included
in the options that are developed.
8.2.4 Other personnel
Other personnel consist of staff other than teachers in schools and
institutions and system level personnel. This section examines the languages
they are required to know and two types of difficulties that an education system
has in meeting the requirements.
Other than teachers, many staff in the schools and institutions have some
connection with curriculum and hence need skills in specific languages. Those
with a direct connection to curriculum activities are the primary school and VTC
executive staff, senior teachers, librarians, library assistants and laboratory
assistants. More indirectly linked are the administrative staff, i.e. bursars and
office staff in primary and secondary schools and institutions and the executive
staff in secondary schools and INTV.
The school executives in primary schools are responsible for curriculum
implementation. Therefore they should know the language or languages that
are the Mis. Hence in Options 1 and 4, the school executives should know
English and French, in Option 2 a natiolect and either English or French, in
Option 3 Bislama and either English or French, and in Option 5 Bislama. As with
many other positions, the responsibility could be split. For example, Option 3
requires the eight half time executive staff to know Bislama. and two half time
staff to know English and six half time staff to know French. These sixteen half
time EFTSUs could be taken up by six bilingual Bislama-French and two
Bislama-English executive staff or in a variety of other ways.
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To take another example, that of senior teachers. There are two types of
senior teachers. Those in the Category 2 secondary schools are more like
deputy principals as their responsibilities are school wide and include curricu-
lum. For these, the overriding need is to know the languages that are the Mis.
Thus, there is a proportionate distribution of them according to Mis, with, for
example, 3 English speaking senior teachers and three French speaking senior
teachers in each of Options 1,2,4 and 5, and, in Option 4, 1 .5 senior teachers
for each of English and French.
The second type of senior teacher, those in category 3, 4 and 5 second-
ary schools and INTV, is in charge of curriculum subjects. For each subject
,
in-
cluding a LCS, in the secondary schools there is an allocation of 0.5 of a senior
teacher. Hence, for the Category 3 English medium schools in Option 2, 0.5 of a
senior teacher is allocated to the LCS, French, and another 0.5 to the LCS.
Bislama. In all cases the remainder of the senior teacher allocation is distributed
across the remaining subjects, which are taught in the LMIs of the schools. The
situation in INTV is the same as the Category 3, 4 and 5 schools, except that the
allocation per subject is 0.4 EFTSUs.
For the other school and institutional staff, the same general principle
applies, i.e. they are allocated on the basis of the Mis. As with the allocation of
teachers, this can become quite complicated when only one person is allocated
to a position in a school or institution. For example, the languages required by
the 1.0 EFT executive staff person at VTC in Option 3 are Bislama (0.5 EFTSU),
English (0.25 EFTSU) and French (0.5 EFTSU).
At the system level several categories of professional staff are involved in
curriculum activities and, consequently, in a less direct way, so are their support
staff. The language requirements for these staff depend on the languages that
are Mis and CSs and hence differ for each option.
Option 1 is a dual medium program, with monolingual schools, in two
languages, English and French, and hence only two languages are required.
Given that the curricula at the different levels are supposed to be the same, for
those working on curriculum development the languages required are English
and French in equal proportions. However, for the other staff, who work in the
field as advisors, translators, inspectors and interpreters, or in offices on the
results (including assessments and examinations) of field activities, the lan-
guage requirements have to relate to the proportions of time used in fieldwork in
the various languages. As this option reflects the anglophone/francophone
division in Vanuatu schools the proportions are taken as 0.6 English and 0.4
French. The only exception is the Grade 13 inspector, for whom field work is
carried out half in English and half in French.
Option 2 has dual medium primary schools and in each there is a bilin-
gual program, in a natiolect and English for approximately 60% of the students
and in a natiolect and French for approximately 40% of the students. Assuming
that the same subjects are taught in the natiolects in the natiolect/English
program as in the natiolect/French programs, the curriculum development staff
each need English, French and a natiolect, the latter for status and demonstra-
tion purposes. Hence, a third of the time is required for each language. The field
staff, and the office staff working with them, should have English, French and
natiolect. However, in almost all cases the natiolect would only be used for a
small proportion of the time, perhaps in only one or two schools. In effect, the
languages that would be used are English and French and hence the lan-
guages required are English (60%) and French (40%).
While still observing the anglophone/francophone division in Vanuatu,
the third option has dual medium schools with, in all of them, Bislama and either
English or French as the Mis in a bilingual program from Grades 1 to 10, but
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either English or French as LMIs in Grades 1 1 to 13, a monolingual INTV in
Bislama. and a dual medium program at VTC. For those developing primary
school curricula the three languages are needed and, assuming that the same
subjects are taught in Bislama in the Bislama/English program as in the Bisla-
ma/French programs, the curriculum development staff each need Bislama,
English and French in the same proportions, i.e. one third of the language
requirement to each language. However, for the field staff and their support staff
the situation is different. Here, approximately half their time will be spent in
using Bislama, thirty percent in using English and twenty percent using French.
The exception is the inspector for Grade 13. Here, given that INTV is a Bislama
medium institution, the approximate proportions of the required language skills
are 0.60 for Bislama, and 0.2 for each of English and French.
Though Option 4 is an English/French bilingual education program, it
does not adhere to the English/French division in Vanuatu society, but rather
gives an English/French bilingual program, with Bislama as a LCS, for all
students. The consequence of this is that equal proportions of all systems level
staff need to know both English and French. The exception is the curriculum
development staff and here a small proportion of time must be available for
curriculum development in the LCS, Bislama.
The fifth option has a monolingual program in Bislama in the primary
schools. Hence, all professional and support curriculum development and
curriculum advisory staff need only know Bislama. The inspectors for Grades 1
to 6 need know only Bislama, those for Grades 7 to 10 need to know the LCS,
Bislama (1 4% of the time), and the LMIs, English and French (both 42% of the
time), while the Grade 13 inspector needs the same three languages (60%,
20% and 20%). The remainder of the professional and support system level
staff need to know the three languages.
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What is evident from this brief discussion is that for these staff there are
two implications for language-in-education planning. First, the languages
required for the various positions, other than teachers, can be identified and can
be incorporated in the options that are developed. Second, the same sorts of
problems that face an education system in the staffing of teaching positions,
particularly where there are only one or two teachers per school, also face the
system with these positions, where again, in many situations there are only one
or two of each category of staff. As with some of the teacher positions, the solu-
tion is either the employment of bilingual or trilingual staff, splitting the positions
so that part time staff are employed, or using a mix of the two approaches.
8.2.5 Students and the languages they learn
While personnel by required languages is the major focus of the study
two other matters are also important for language-in-education planning. First is
the languages that the students are learning, specifically if the languages are
the students' Lis. Table 8.6 shows the percentage of Grade 1 to 13 curriculum
time for each language studied for students by their LI.
With the Lis divided into four categories - Bislama, English, French and
the natiolects - it is readily apparent that, over the thirteen years from Grade 1 to
Grade 13 - the different options advantage and disadvantage students to differ-
ent extents. The options that give the most advantage to speakers of an LI are
Options 1 and 2, where students who have English or French as their LI have
almost all their schooling in their Lis. Other options advantage these two
groups (Options 3 and 4) and Bislama LI speakers (Option 5) to a moderate
extent. The LI speakers who are disadvantaged in all options are those who
Table 8.6 Percentage of Grades 1 to 1 3 curriculum time for each language
studied by students' Lis
OPTION STUDENTS' Lis
B E F N
1 0 91.7 91.7 0
2 30.7 83.4 83.4 22.4
3 44.3 47.4 47.4 0
4 13.7 43.15 43.15 0
5 53.2 23.4 23.4 0
have natiolects as their Lis. Only one option, Option 2, includes the natiolects,
but only for 22.4% of the time. The situation changes
,
as shown in Subsection
8.2.1
,
if students do not complete the entire thirteen year sequence, but only
slightly in regard to Lis. The main exception is Option 5 where, if students leave
at the end of Grade 6, the Bislama LI category are advantaged because all
their schooling would have been effected in their LI.
Closely associated with this point is that of elitism in education. As shown
in Section 7.2 those who speak English (an estimated 1% of students), French
(4%) and Bislama (8%) as their Lis live in urban and periurban areas where
their Lis are in use in the communities in which they live. These students,
particularly those who speak English and French as their Lis, have parents
who speak English or French and who are above average in their level of
education, attend the most well equipped schools, have the best qualified
teachers, have teachers who either are LI speakers of English or French or
who are extremely proficient L2 speakers, and, in the present system, i.e. Option
1
,
are educated mostly in their LI s. They pass the examinations and obtain the
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scholarships, or proceed privately, to study overseas. They are part of an elite in
Vanuatu.
Language-in-education planning should include in options measures
that might reduce this type of advantage where some students receive their
education in their LI while others receive theirs in their L2. Measures which
might be considered include giving a weighting in examinations to L2 candi-
dates, reserving a proportion of scholarships for students who were educated in
their L2, and improving the conditions in schools where all the students are
studying in a L2 (e.g. by having smaller classes and better resources). How-
ever, such actions may be difficult to effect as, on such an inevitably politicized
issue, the commitment of resources to the disadvantaged would probably result
in a reduction of resources to the advantaged.
8.2.6 Student time on task
The second issue that frequently arises, particularly in developing states
such as Vanuatu, is the amount of time that students spend on learning lan-
guages in school, e.g. India and Nigeria each have a three language policy,
while most developing states have a two language policy. The concern appears
to be that students spend too much time on learning languages rather than
spending time on learning other things, e.g. mathematics, science and health
studies, which, presumably, have more value in at least the eyes of the critic.
Table 8.7 shows, by options, the percentage of time that students, by LI
,
spend on formal study of language as the language arts ssubjects when that
language is the Ml, and on the LCS, over the thirteen years of schooling. The
percentages of time for each language arts subject are assumed to be the same
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Table 8.7 Percentage of curriculum time over Grades 1 to 13 for learning
specific languages and other subjects by options by students’ Lis
OPTION LI A/F TARGET LANGUAGES OTHER
SUBJECTSB E F N
1 B A 0 13.7 8.3 0 78.0
F 0 8.3 13.7 0 78.0
E 0 13.7 8.3 0 78.0
F 0 8.3 13.7 0 78.0
N A 0 13.7 8.3 0 78.0
F 0 8.3 13.7 0 78.0
2 B A 13.7 13.7 8.3 0 64.3
F 13.7 8.3 13.7 0 64.3
E 8.3 13.7 8.3 0 69.7
F 8.3 8.3 13.7 0 69.7
N A 8.3 13.7 8.3 12.0 57.7
F 8.3 8.3 13.7 12.0 57.7
3 B A 13.7 13.7 8.3 0 64.3
F 13.7 8.3 13.7 0 64.3
E 13.7 13.7 8.3 0 64.3
F 13.7 8.3 13.7 0 64.3
N A 13.7 13.7 8.3 0 64.3
F 13.7 8.3 13.7 0 64.3
4 all students 13.7 13.7 13.7 0 58.9
5 all students 13.7 8.3 8.3 0 69.7
KEY LI = the LI of the students
A/F = prospective anglophone or francophone students
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as for the LCS and are: (1 ) primary - 1 2% of curriculum time, (2) Grades 7 to 1
2
- 14.3% of curriculum time and (3) Grade 13 - 20% of curriculum time.
In Option 1 two languages are studied, in Option 2 four languages by
those who have a natiolect as their Li and three languages by the other stud-
ents. and in Options 3, 4 and 5 three languages are studied. However, the
sequences over which the languages are studied are not the same for each
option. Thus, in Option 1, one language is studied over Grades 1 to 13, the
languages arts component taking up an assumed 13.7% of the total curriculum
time, while the second is studied from Grades 7 to 13, taking up 8.3% of the total
curriculum time. In Option 1, studying the two languages, therefore takes up
22% of the total curriculum time over the thirteen years. The other options vary,
with Option 2 allocating for the students who have natiolects as their LI s, 42.3%
of the total curriculum time to learning specific languages.
Why should there be concern about the number of languages being
studied? It seems that the belief is that there is a danger that education systems
may produce multilingual persons who know nothing but the languages stud-
ied. However, given that studying languages over many years without also
studying a content is highly improbable, the concern must be about the content
of those courses. And this, in turn, must be about the purposes of schooling. The
concern, in fact, seems to be that, because time is spent on studying languages,
students fail to gain knowledge and skills in other domains which are deemed
to be of at least equal value to languages, in terms, for example, of the acquisi-
tion of technical skills by the individual, of career opportunities for the individual,
and of the potential to contribute in some way to the development of the state in
which the individual lives.
If this is the case it would seem that the proponents of this view see
education, specifically in developing states, in instrumental terms. That is, the
purpose of primary schooling is to prepare students either for the world of work
when they leave school at the end of primary schooling or for vocational or
quasi vocational schooling in junior secondary school The purpose of junior
secondary schooling is to prepare students for the world of work when they
leave school at the end of junior secondary schooling or for senior secondary
schooling. And at this level it would seem that the same view dominates, name-
ly that schooling here, must also be instrumental.
The above discussion and Table 8.7 can now be brought together. The
tables shows varying amounts of curriculum time allocated not only to the study
of languages but to other subjects. Option 1 has the least amount of time on
language learning (22%) and the most on other subjects (78%). In contrast is
the situation for natiolect LI students in Option 2. who have 57.7% of curriculum
time for other subject learning, and for all students in Option 4 where 58.9% of
curriculum time is available for other subject learning. The problem for educa-
tion decision makers is how to include the needed languages but to avoid end-
ing up with a situation where the students do not have enough time to learn one
language well enough to use it to learn the content of the other subjects.
Concerning the number of languages in the curriculum and the amount
of time spent in studying them and available for studying other subjects, five
points need to be stressed.
First, is the need to make a value judgment as to how much learning time
should be allocated to language learning and how much to learning other
subjects. Decisions on this in any one education system are probably made on
the basis of compromises between the various competing forces in the system.
However, language-in-education planners should incorporate in each option
the rationale for the balance between learning languages and other subject
learning
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Second, all or almost all curriculum content learning is language learn-
ing and reinforcement of the language that has already been learned. The
language-across-the-curriculum theorists appreciate this but it is often lost sight
of by others engaged in curriculum activities, e.g. as teachers, as curriculum
developers and as curriculum advisors. Thus, a science teacher is a teacher of
both science and the language of science and the mathematics teacher of both
mathematics and the language of mathematics. Ideally, there should be a
greater focus on the language component of all subjects, i.e. on, for example,
the grammars, styles and lexis appropriate to each subject.
Third, and closely related to the second point, is the by now well
developed approach to learning known as, for example, "language for special
(or specific) purposes" or "language for academic purposes", that is widely used
in adult learning, in some vocational education and with adult second language
learners. Here, it is clearly recognized that each domain has its own language
demands. The language for specific domains has been analyzed extensively, is
incorporated in teaching and learning materials, and is used by those in teach-
ing and learning those domains. This approach can be used teacher training at
all levels and in primary and secondary schooling. It is an application of the lan-
guage-across-the-curriculum approach.
Fourth
,
it may well be the case that a generalist schooling that includes
the study of two or more languages and literatures can result in more flexible
and versatile individuals who, potentially, could be employed in several rather
than just one or two occupations. Further, individuals educated in this way may
well be more adaptable to changing work opportunities than those who have
had a more narrow, job oriented education.
Fifth, though at times it may not appear to be the case, languages feature
in the curriculum because it is believed that the languages nave a function, or
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will have a function, in the entity where the schooling is being effected. In states,
such as Vanuatu, which have recently become independent, one such function
is the comprehensive intracommunal statal function, which, through the process
of state building (or as it has been known, nation building), needs to be devel-
oped and strengthened. It is apparent that in Vanuatu it is believed that this can
be effected, as in Option 1, through students learning one colonial language
thoroughly and learning a little of the second colonial language. At the same
time, these two languages offer students some access to modernity. However,
other approaches to state building and modernity may become more accept-
able and an option, such as Option 5, that emphasizes Bislama much more,
could be preferred. The task of state building (and concurrently strengthening
ties with other states in the Melanesian region) may be considered more im-
portant than other tasks.
The student time on task argument has some merit, but only, it seems, in
order to avoid extreme cases where much or most of the curriculum is language
and literature learning in several languages. However, few curricula are like
that. Most are a compromise between a variety of competing demands, e.g. for
individual fulfillment, for state building, for economic growth and for sociocul-
tural development, about the functions, with their languages, that are to be fos-
tered through schooling.
Language-in-education planning must take into account student time on
task and incorporate various views on the matter in the development of options.
However, it must also be borne in mind that decisions about languages in the
curriculum content are likely to be in terms of the compromises that have to be
made between competing interests in the entity.
The second aim of this study is to test, through the development of
options for the Vanuatu education system, the usefulness of the model, speci-
fically its sixth phase, in delineating changes in the numbers of personnel by
required languages as language linked identity aims and curriculum patterns
change from option to option. To simplify matters the number of personnel, by
categories, was held constant across the options.
In Chapter 7 the linguistic environment in Vanuatu was described and
five options for the primary and secondary schools and two institutions. INTV
and VTC, were presented. For each option the language linked identity aims
and curriculum programs were changed and the number of personnel by
required languages for each option were calculated.
The finding is that there are significant differences in the number of staff,
in the different categories of personnel, needed by required languages from
option to option.
The conclusion is that, as the model can predict the numbers of staff
needed by required languages for an education system, language-in-education
planners should not be satisfied with using only gross numbers in their options
but should include in their options details of the personnel needed by required
languages and, in the case of teachers, by other attributes.
Two other points emerged from the discussion of the options. The first is
that students who would be either advantaged or disadvantaged by the lan-
guages that could be used as Mis can be identified. The second is that student
time on task in regard to the number of languages being learnt is a complicated
issue which has dimensions other than educational ones. Both points should be
included in language-in-education planning options.
8.3 Concluding statement
This study is important for several reasons. First, the study builds on the
language acquisition planning ideas presented by Cooper (1989). Second, in
rejecting earlier schemata, the study develops a new schema for language
functions. In particular, it rejects LI, mother tongue, vernacular, pidgin, educa-
tion and school subject as functions, suggesting that these are simply either
categories of languages or places where languages are learnt for existing or
future language functions. Third, the study links language functions, language
learning and language linked identities. In particular, it develops a new schema
that brings order to a particularly troublesome terminology area, that regarding
nation, state, ethnie, region and LWC. Fourth, the study presents a new model
of patterns and programs in respect to the featuring of LMIs and LCSs in the
curriculum. Fifth, the study is the first to present a unified account of language in
society and language in education activities in New Hebrides and Vanuatu over
the period in which NiVanuatu and Europeans have been in continuous contact
with each other. Finally, the study presents the first language-in-education
planning model which, when applied to various situations, should be enable the
development of better options and be more useful for policy advocacy, policy
planning, policy decision making and implementation planning in all education
systems.
APPENDIX A
ESTIMATED NUMBER OF NIVANUATU
SPEAKERS, BY FIRST LANGUAGES, 1989
The Lis of NiVanuatu fall into one of three categories: a natiolect, a
creole, or a colonial language.
All the natiolects, i.e. the indigenous languages in Vanuatu, belong to the
Austronesian phylum, the Oceanic stock and the Eastern Oceanic family. They
are subdivided into six branches, namely the Central Pacific, East Santo, Erro-
mango, Malekula Interior, North and Central Vanuatu, and Tanna branches.
These in turn are divided into one or more groups. Each group contains what
are regarded by linguists as languages.
Bislama was initially solely a pidgin, but over the last decade or so
creolization has gradually taken place so that by 1980 some 7.5% of NiVanuatu
spoke Bislama as their first language (Charpentier and Tryon, 1982, p. 152).
The grammar is drawn mostly from Melanesian languages and the lexis from
Melanesian languages, English and, to a lesser extent, French.
The colonial languages are English and French and were introduced into
Vanuatu in the nineteeth century. Charpentier and Tryon (1982, p. 152) esti-
mated that some 4% of NiVanuatu have French and some 1% have English as
their first languages.
The above data is shown in Column 1
,
Category, Branch and Group, and
Column 2, Language. Neither the many alternative names for, nor the dialects
of, the natiolects are given.
The estimated number of speakers for whom the language can be con-
sidered as their LI are shown in Column 3. The numbers are derived from the
estimates in Grimes (1984, pp. 549-554), Charpentier and Tryon (1982) and
Tryon (1979), with (except in the case of Aore) adjustments to take into account
average increases in population up to 1989 as recorded in the preliminary
results of the census that year (Vanuatu, 1990c).
The village, part of an island, an island or parts of two or more islands
with which each language is traditionally associated is shown in Column 4.
CATEGORY,
BRANCH
AND
GROUP
LANGUAGE EST. NO.
OF
SPEAKERS
(1989)
TRADITIONAL
LOCATION
1. NATIOLECTS
1 .a Central Pacific branch
POLYNESIAN Emae 251 Emae
Three Hills
Sesake
Fila-Mele 2.576 Fila
*Mele (Efate)
Futuna-Aniwa 773 Futuna
Aniwa
1 .b East Santo branch
SAKAO Sakao 1.933 NE Santo
SOUTH EAST
SANTO
Butmastur 677 EC Santo
Lorediakarkar 65 CE Santo
Polonombauk 291 SE Santo
Shark Bay 291 Shark Bay
Litoro
1 .c Erromanga branch
ERROMANGA Sie 1,160 Erromanga
Ura 10 N Erromanga
l.d Malekula Interior branch
LABO Labo 677 SW Bay
CENTRAL
MALEKULA
Katbol 578 C Malekula
Larevat 191 C Malekula
Lingarek 269 Malekula
Litzlitz 425 Malekula
Maragus 10 CN Malekula
Big Nambas 2,320 NW Malekula
Nasarian 17 SW Malekula
Vinmavis 269 CW Malekula
SMALL Dixon Reef 65 SW Malekula
NAMBAS Letemboi 390 S Malekula
Repanbitip 113 E Malekula
l.e North and Central Vanuatu branch
ANATOM Anatom 773 Anatom
CENTRAL Baki 191 W Epi
VANUATU Bierebo 577 W Epi
N Efate 3,866 N Efate
SE Epi
Nguna
Tongoa
S Efate 4,831 S Efate
Namakura 3,671 N Efate
Tongoa
Tongariki
EAST NE Ambae 3,866 Ambae
VANUATU N Ambrym 3,671 N Ambrym
SE Ambrym 2,319 SE Ambrym
Aore 1 Mafea
Apma 5,799 C Pentecost
Baetora 703 Maewo
Dakaka 773 S Ambrym
Hiw 152 Hiu
Loh
Metoma
Tegua
Koro 135 Gaua
Lakona 386 Gaua
Mota
Lehali 191 Ureparapara
Lehalurup 113 Ureparapara
Lonwolwol 773 W Ambrym
*Maat (Efate)
C Maewo 451 Maewo
Marino 230 N Maewo
Merlav 1.659 Mere Lava
Merig
Mosina 482 Vanua Lava
Mota 577 Mota
Motlav 1.642 Mota Lava
Nduindui 5,799 W Ambae
Nume 577 Gaua
Paama 6,764 Paama
Lopevi
Port Vato 964 SW Ambrym
Raga 4,444 N Pentecost
S Maewo
Sa 2.319 S Pentecost
Seke 386 C Pentecost
Sowa 17 C Pentecost
Toga 404 Toga
Vat rata 773 Vanua Lava
Wetamut 91 *Dorig (Gaua)
*Kweteon (Gaua)
EPI Bieria 135 SE Epi
Lewo 1,290 Epi
Lamenu
Maii 69 *Mafilau (W Epi)
COASTAL Ahamb 673 S Malekula
MALEKULA Atchin 1,772 Atchin
Aula 382 E Malekula
Burmbar 673 SE Malekula
Mae 973 N Malekula
Malfahal 773 S Malekula
Malua Bay 386 NW Malekula
Maskelynes 1 .199 S Malekula
Mpotovoro 234 N Malekula
Port Sandwich 964 SE Malekula
Rerep 482 E Malekula
SW Bay 321 SW Malekula
Unua 682 E Malekula
Uripiv-Wala-Rano 4,448 NE Malekula
Vao 1 ,742 Vao
WEST SANTO Akei 578 SW Santo
Amblong 190 S Santo
Araki 134 Araki
Fortsenal 190 C Santo
Lametin 190 C Santo
Mafea 65 E Santo
Mafea
Malmariv 190 NC Santo
Malo 1,933 NC Santo
S Tongoa
Moruas 486 C Santo
Narango 113 S Santo
Navut 664 WC Santo
Nokuku 200 NW Santo
Piamatsina 190 NW Santo
Roria 183 C Santo
Tambotalo 61 ‘Tambotalo
(SE Santo)
Tangoa 490 Tangoa
Tasmate 200 W Santo
Tolomako 565 Big Bay
Tutuba 190 Tutuba
Valpei 390 NW Santo
Vunapu 478 NW Santo
Wailapa 126 NW Santo
Wusi 217 W Santo
1 .f Tanna branch
KWAMERA Kwamera 1 ,429 SE Tanna
LENAKAL Lenakal 5,799 WC Tanna
TANNA N Tanna 3,885 N Tanna
SW Tanna 2,897 SW Tanna
Whitesands 4,850 E Tanna
2. CREOLE "
BISLAMA 10,097
3. COLONIAL LANGUAGE
ENGLISH 1,346 .
FRENCH 5,385 .
TOTAL POPULATION 134,630 -
KEY C
E
N
Pt
central S = south
east W = west
north * = village only
Port
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APPENDIX B
SOME DEFINITIONS
OF LANGUAGE PLANNING
This Appendix contains twenty four definitions of language planning.
They are arranged in chronological order.
(1 ) "As I define it, the term LP includes the normative work of language
academies and committees, all forms of what is commonly known as
language cultivation
. . . and all proposals for language reform or
standardization" (Haugen, 1969, in Cooper, 1989, p. 30).
(2) Language planning "occurs when one tries to apply the amalgamated
knowledge of language to change the language behaviour of a group of
people" (Thorburn, 1971, p. 254).
(3) "Language planning is deliberate language change; that is, changes in
the system of language code or speaking or both that are planned by
organizations that are established for such a purpose or given a mandate
to fulfill such a purpose. As such, language planning is focused on prob-
lem-solving and is characterized by the formulation and evaluation of
alternatives for solving language problems to find the best (or optimal,
most efficient) decision" (Rubin and Jernudd, 1971b, p. xvi).
(4) . . language planning as decision making. We do not define language
planning as an idealistic and exclusively linguistic activity but as a poli-
tical and administrative activity for solving language problems in society"
(Jernudd and Das Gupta, 1 971
,
p. 21 1 ).
(5) "The term language planning is most appropriately used in my view to
refer to coordinated measures taken to select, codify and, in some cases,
to elaborate orthographic, grammatical, lexical, or semantic features of a
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language and to disseminate the corpus agreed upon" (Gorman 1973 n
73).
(6) Language planning refers to a set of deliberate activities systematically
designed to organize and develop the language resources of the com-
munity in an ordered schedule of time" (Das Gupta. 1973, p. 157).
(7) "The term language planning refers to the organized pursuit of solutions
to language problems, typically at the national level" (Fishman 1974b p
79).
(8) 'Language planning is the methodical activity of regulating and improv-
ing existing languages or creating new common regional, national or
international languages" (Tauli, 1974, p. 56).
(9) "The [language planning] terms reviewed refer to an activity which
attempts to solve a language problem, usually on a national scale, and
which focuses on either language form or language use or both" (Karam,
1974, p. 105).
(10) Language planning "is a government authorized, long term sustained
and conscious effort to alter a language itself or to change a language's
functions in a society for the purpose of solving communication problems"
(Weinstein, 1 980, p. 55).
(1 1 ) Language planning is "the planning of deliberate changes in the form or
use of a language (or a variety), or languages (or varieties)" (Kennedy,
1982, p. 264).
(12) "Language planning is the activity of manipulating language as a social
resource in order to reach objectives set out by planning agencies which,
in general, are an area's governmental, educational, economic and
linguistic authorities" (Eastman, 1983, p. 29).
(13) "Language planning seeks to provide conscious alternative language
decisions and their consequences, making use of given resources in
solving language problems that involve a change in the language
behaviour of a group of people" (Eastman. 1983, p. 175).
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(14) "Language planning may be defined as deliberate, institutionally or-
ganized attempts at affecting the linguistic or sociolinguistic status or
development of a language" (Nahir, 1983, p. 294).
(15) "Language planning consists in decision making concerning language
problems, problems related either to the position of language in society
or their structures" (La Porte, 1984, p. 54).
(16) "Language planning is usually seen as an explicit choice among alter-
natives. This, in turn, implies that there has been an evaluation of alter-
natives with the one that is chosen having been evaluated as the best"
(Fasold. 1986, p. 246).
(17) Many governments ..try to solve their [language] problems by engaging
in conscious, principled language planning or 'linguistic engineering'.
Language planning involves the creation and implementation of an
official policy about how the languages and linguistic varieties of a
country are to be used" (Crystal, 1987, p. 364).
(18) "Language planning refers to deliberate efforts to influence the behaviour
of others with respect to the acquisition, structure or functional allocation
of their language codes" (Cooper, 1989, p. 45).
(19) "Language planning is deliberate interference with natural language
change" (Schubert, 1990, p. 90).
(20) "Language planning is a conscious effort to continue to develop and to
use a particular language or languages in certain speech communities"
(Palomo, 1 990, p. 57).
(21 ) "The first thing you do in language policy planning is to identify a prob-
lem” (Underwood, 1990, p. 71).
(22) Language planning consists of "activities carried out by governmental,
official or other influential bodies that are aimed at establishing which
language varieties are used in a particular community, and subsequently
at directing or influencing which language varieties are to be used for
which purposes in that particular community, and what the linguistic
characteristics of those varieties are to be. Language planning is norm-
ally undertaken in order to improve communications and education, and'
or influence natiomsm, and/or achieve language maintenance" (Trudqill
1992, p. 47).
’
(23) L[anguage] Planning] refers to organized activity (private or official)
which attempts to solve language problems within a given society,
usually at the national level. Through LP, attempts are made to direct,
change, or preserve the linguistic norm or the social status (and com-
municative function) of a given written or spoken language, or variety of a
language. LP is usually conducted according to a declared program or a
defined set of criteria, and with a deliberate goal - by officially appointed
committees or bodies, by private organizations, or by prescriptive lin-
guists working on behalf of official authorities. Its object is to establish
norms (primarily written) which are validated by high social status; oral
norms connected with the written standards follow" (Jahr, 1992, p. 12-13).
(24) "The term L[anguage] Planning] generally denotes a deliberate
response to language problems - systematic, future-oriented, and based
on a theoretical framework" (Clyne, 1992, p.84).
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APPENDIX C
THREE TYPOLOGIES OF LANGUAGE
FUNCTIONS
This Appendix contains three typologies of language functions, those by
UNESCO (1950), Stewart (1970) and Fasold (1985).
TYPOLOGY 1 UNESCO'S 1950 LANGUAGE FUNCTIONS
1. indigenous language: the language of the people considered to be the
original inhabitants of an area.
2. lingua franca: a language which is used habitually by people whose
mother tongues are different in order to facilitate communication between
them.
3. mother or native tongue: the language which a person acquires in early
years and which normally becomes his natural instrument of thought and
communication.
4. national language: the language of a political, social and cultural entity.
5. official language: a language used in the business of government-
legislative, executive and judicial.
6. pidgin: a language which has arisen as the result of contact between
people of different language, usually formed from a mixing of the
languages.
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7. regional language: a language which is used as a medium of
communication between peoples living within a certain area who have
different mother tongues.
8. second language: the language acquired by a person in addition to his
[or her] mother tongue.
9. vernacular language: a language which is the mother tongue of a group
which is socially or politically dominated by another group speaking a
different language.
10. world language: a language used over wide areas of the world.
(Source: UNESCO, 1970, pp. 689-690)
TYPOLOGY 2 W.A. STEWART (1 970)
1. official: a [linguistic system as a] legally appropriate language for all
politically and culturally representative purposes on a nationwide basis.
2. provincial: a [linguistic system as a] provincial or regional official
language (the official function of the language is not nationwide, but is
limited to a smaller geographic area).
3. wider communication: a linguistic system (other than one which already
has an official or provincial function) predominating as a medium of
communication across language boundaries within the nation.
4. international: a linguistic system (other than one which already has an
official or provincial function) as a major medium of communication which
is international in scope, e.g. for diplomatic relations, foreign trade,
tourism, etc.
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capital: a linguistic system (other than one which already has an official
or provincial function) as the primary medium of communication in the
vicinity of the national capital.
6. group: a linguistic system primarily as the normal medium of
communication among the members of a single cultural or ethnic group,
such as a tribe, settled group of foreign immigrants, etc.
7. educational: a language (other than one which already has an official or
provincial function) as a medium of primary or secondary education,
either regionally or nationally.
8. school subject: the language (other than one which already has an
official or provincial function) is commonly taught as a subject in
secondary and/or higher education.
9. literary: the use of a language primarily for literary or scholarly purposes.
10. religious: the use of a language primarily in connection with the ritual of a
particular religion.
Source: Stewart. 1970. pp. 540-541.
TYPOLOGY 3 R. Fasold (1 985)
FUNCTION ATTRIBUTES
1. Official, i.e. used by govern- 1. Sufficient standardization
ment officials in performing
government tasks
2. Known by a cadre of educated speakers
2. Nationalist, i.e. to distinguish
the nation from other nations
1 . Symbol of national identity for a
significant proportion of the population
2 .
3.
4.
5.
6 .
3. Group (any group as long as 1 .
it does not have a link with a
glorious past)
2 .
4. Educational (as a medium of 1 .
instruction with the level
being specified)
2 .
3.
5. Wider communication i.
6. International 1 .
7. School subject 1.
8. Religious 1.
Widely used for some everyday purposes
Widely and fluently spoken within the
country
No major alternative nationalist lan-
guages in the country
Acceptable as a symbol of authenticity
Link with the glorious past
Used by all the members in ordinary
conversation
Unifying and separatist device
Understood by learners
Sufficient teaching resources
Sufficient standardization
Learnable as a second language, i.e. the
learners want to learn it.
(On the list of potential international
languages)
Standardization equals or exceeds that
of the language of the learners
(Classical)
Note. Attributes that are only tentatively identified are enclosed in parentheses.
Source Fasold, 1985 (1984), pp. 71-78
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APPENDIX D
LANGUAGE-IN-EDUCATION
CURRICULUM PATTERNS
Seven curriculum patterns for languages-in-education programs are
recognized, namely (1) monolingual pattern. (2) pattern with one LMI and a
LCS, (3) sequential bilingual pattern, (4) parallel bilingual pattern, (5) pattern in
which the language that is the Ml subsequently becomes a CS and another
language becomes the Ml, (6) pattern in which a language that is a CS subse-
quently becomes the Ml, and (7) pattern in which the language that is the Ml
becomes a CS and that language that is the CS becomes the Ml.
Each pattern has several varieties, each of which can be referred to as a
program. With the addition of a LCS each program (apart from those in the first
pattern and two in the second pattern) has one or more subprograms. In delin-
eating the programs and subprograms no account is taken of the various dia-
lects of a language.
Each of the seven patterns is described briefly, with those attributes that
distinguish it from the other patterns being highlighted. Each program and sub-
program is described, using both a diagram and notes.
The diagrams show the following details for each program:
(a) the languages being used, shaded as follows
= Students' first language
= Students' second language
= Students' third language
= Students' fourth language
These are referred to respectively as LI
,
L2. L3 and L4.
(b) the Grades from 1 to 13 in which the language or languages are used;
(c) illustrative sequences for each variety, i.e. the sequences are not fixed
and can differ from education system to system;
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(d) the approximate percentage of the school day devoted to each language
as either Ml or CS; and
(e) while it is possible to keep on adding LCSs to each subprogram this is
not done here; rather, the number of languages for each student is limited
here to one of the following six patterns: (a) LI only, (b) L2 only, (c) LI
and L2, (d) LI
,
L2 and L3, (e) L2 and L3 and (f) L2, L3 and L4.
The notes to each program give the following information:
(a) the language backgrounds of the students in the programs;
(b) the language(s) being used as the Ml(s) in the program;
(c) the language(s) that are CS(s) in the program; and
(d) the aims, in brief, of each program.
No account is taken in the description of the patterns and programs of the
capacity of a system, a group of schools or a school to regroup students during
or at the end of a sequence so as to bring together enough students to form a
class for specific languages as Mis and CSs.
1. Monolingual pattern
With the monolingual pattern the aim is to produce students fluent in the
language in which they are instructed. Usually only one language is used as
the Ml, but in some situations another language may be used for some part of
schooling to assist learning the target language. There are no LCSs. Four pro-
grams are described.
Program 1.1 The LI is the Ml
(a)
(b)
(c)
(d)
all students speak the
same LI
LI is the Ml
no LCS
aim: all students to
become proficient in
LI
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Program 1 .2 Immersion with a L2 as the Ml
(a)
(b)
(c)
(d)
all students speak the
same LI and the
teacher speaks both
LI and L2
L2 is the Ml
no LCS
aim: all students to
become proficient in
L2 at school (and LI at
home)
Program 1 .3 Submersion with a L2 as the Ml
Percentage
of time per
language
100 “
GRADE
2 3 4 5 6 7 8 9 10 11 12 13
(a)
(b)
(c)
(d)
students speak differ-
ent Lis and the teach-
er need only know L2
L2 is the Ml
no LCS
aim: all students to be
proficient in L2
Program 1.4 Bilingual schooling, in LI and L2. for monolingualism in L2
(a) students speak the
same LI
(b) LI phased out while
L2 is phased in, with
L2 becoming the Ml
(c) no LCS
(d) aim: all students to be
proficient in L2
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2 . Pattern with one LMI and one LCS
In this second curriculum pattern, one language is used as the Ml and
another language is the CS. Overall, the students are expected to become bilin-
gual through their schooling. Four programs are described.
Program 2.1 LI is the Ml and a L2 is the CS
(a)
(b)
(c)
(d)
all students speak the
same LI
LI is the Ml
L2 is the CS
aim: for students to
become proficient in LI
and to learn L2
Program 2.2 Immersion in a L2 as the Ml with the LI as the LCS
(a) all students speak the
same LI and the teach-
er speaks both LI and
L2
(b) L2 is the Ml
(c) LI is a CS
(d) aim: all students to be-
come proficient in L2 at
school (with school and
home helping profici-
ency in LI)
Percentage
of time per
language
GRADE
2 3 4 5 6 7 8 9 10 11 12 13
100
0(7////////// / / / / ////////
Subprogram 2.2.1 Immersion in a L2 as the Ml with a L3 as the CS
(a) all students speak the
same LI and the
teacher speaks both
LI and L2
(b) L2 is the Ml
(c) L3 is the CS
(d) aim: all students to
become proficient in
L2 and learn L3 (with
the home developing
LI)
Program 2.3 Submersion in a L2 as the Ml with the LI as the LCS
(a) students speak the
same LI and the
teacher knows only L2
(b) L2 is the Ml
(c) LI is the CS
(d) aim: all students to be
proficient in L2 and
have LI stengthened
Subprogram 2.3.1 Submersion in a L2 as the Ml with a L3 as the CS
(a) students speak differ-
ent LI s and the teach-
er knows only L2
(b) L2 is the Ml
(c) L3 is the CS
(d) aim: all students to be
proficient in L2 and to
learn L3
Percentage
of time per
language
GRADE
1 2 3 4 5 6 7 8 9 10 11 12 13
100
0
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Program 2.4 Bilingual schooling in LI and L2 for monolingualism in a L2 with
a L3 as the CS
(a)
(b)
(c)
(d)
students speak the
same LI
LI as Ml is phased out
while L2 as Ml is
phased in
L3 is the LCS
aim: all students to be
proficient in L2 and to
learn L3
3. Sequential bilingual pattern
A sequential bilingual pattern is one in which two languages are used as
Mis in sequence. Another language may feature as a CS. The outcome for stud-
ents is at least bilingualism. Three programs are described.
Program 3.1 The LI and a L2 are Mis
(a) all students speak the
same LI
(b) LI is followed by L2 as
Ml
(c) no LCS
(d) aim: for students to
become proficient in
both LI and L2
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Subprogram 3.1.1 LI and L2 are the Mis with a L3 as a CS
Percentage
of time per
language
GRADE
1 2 3 4 5 6 7 8 9 10 11 12 13
100
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(a)
(b)
(c)
(d)
all students speak the
same Li
LI is followed by L2 as
Ml
L3 is the CS
aim: for students to
become proficient in
both LI and L2 and to
learn L3
Program 3.2 L2 and L3 are Mis
(a)
(b)
(c)
(d)
students speak differ-
ent Lis
L2 is followed by L3 as
Ml
no LCS
aim: for students to
become proficient in
both L2 and L3
Subprogram 3.2.1 The L2 and a L3 are the Mis with the LI as the CS
(a) students speak differ-
ent Lis
(b) L2 is followed by L3 as
Ml
(c) LI is the CS
(d) aim: for students to
become proficient in
both L2 and L3 and to
maintain LI
Subprogram 3.2.2 A L2 and a L3 are the Mis with a L4 as the CS
(a) students speak differ-
ent Lis
(b) L2 is followed by L3 as
Ml
(c) L4 is the CS
(d) aim: for students to
become proficient in
both L2 and L3 and to
learn L4
Program 3.3 A L2 and the LI are the Mis
(a) students speak the
same LI
(b) L2 is followed by LI as
Ml
(c) no LCS
(d) aim: for students to
become proficient in
both L2 and LI
Subprogram 3.3.1 A L2 and the LI are Mis with a L3 as the CS
(a) students speak the
same LI
(b) the L2 is followed by
the LI as Ml
(c) L3 is the CS
(d) aim: students to
become proficient in
both L2 and LI and to
learn L3
4. Parallel bilingual pattern
This pattern is characterized by the fact that two languages are used as
Mis in parallel over the whole or part of schooling. A language as a CS may
occur. The overall aim is for students to become at least bilingual. Six programs
are described.
Program 4.1 Monolingual initial schooling, with the LI as the Ml, followed by
parallel bilingual schooling in the LI and the L2.
(a) students are from the
same LI
(b) LI as initial Ml with LI
and L2 becoming
equal Mis
(c) no LCS
(d) aim: all students to be
proficient in LI and L2
Subprogram 4.1.1 Monolingual initial schooling, with the LI as the Ml, fol-
lowed by parallel bilingual schooling in the LI and a L2, with a L3 as a CS
(a) students are from the
same LI
(b) LI as initial Ml with
LI and L2 becoming
equal Mis
(c) a L3 is the CS
(d) aim: all students to
be proficient in LI
and L2 and to learn
L3
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Program 4.2 Monolingual initial schooling, with a L2 as the Ml, followed by
parallel bilingual schooling in the LI and the L2
students are from the
same LI
L2 as initial Ml with L2
and LI becoming
equal Mis
no LCS
aim: all students to be
proficient in LI and L2
Subprogram 4.2.1 Monolingual initial schooling, with a L2 as the Ml. followed
by parallel bilingual schooling in the Li and the L2, with a L3 as a CS
students speak the
same LI
L2 as initial Ml with L2
and LI becoming
equal Mis
L3 as the CS
aim: all students to be
proficient in LI and L2
and to learn L3
Program 4.3 Monolingual initial schooling, with a L2 as the Ml, followed by
parallel bilingual schooling with the L2 and L3 as Mis
(a) students speak differ-
ent Lis
(b) L2 as initial Ml with L2
and L3 becoming
equal Mis
(c) no LCS
(d) aim: all students to be
proficient in L2 and L3
Subprogram 4.3.1 Monolingual initial schooling, with a L2 as Ml, followed by
parallel bilingual schooling in the L2 and a L3, with the LI as the CS
(a) students speak the
same Lis
(b) L2 as initial Ml with L2
and L3 becoming
equal Mis
(c) the LI as CS
(d) aim: all students to be
proficient in L2 and L3
and to maintain LI
Subprogram 4.3.2 Monolingual initial schooling, with a L2 as the Ml, followed
by parallel bilingual schooling in the L2 and a L3, with a L4 as CS
(a) students speak differ-
ent Lis
(b) L2 as initial Ml with L2
and L3 becoming
equal Mis
(c) L4 is the CS
(d) aim: all students to be
proficient in L2 and L3
and to learn L4
Percentage
of time per
language
GRADE
10 11 12 13
100
Program 4.4 Long term bilingual schooling, with a specific phase in/phase
out sequence, with the LI and a L2 as Mis
(a)
(b)
(c)
(d)
students speak the
same LI
LI phased out and L2
phased in, with LI and
L2 being equal Mis
no LCS
aim: all students to be
proficient in LI and L2
Subprogram 4.4.1 Long term bilingual schooling, with a specific phase
in/phase out sequence, with the Li and L2 as Mis, with a L3 as a CS
(a) students speak the
same LI
(b) LI phased out and L2
phased in, with LI and
L2 being equal Mis
(c) L3 as the CS
(d) aim: all students to be
proficient in Li and L2
and to learn L3
Program 4.5 Equal bilingual schooling, with the LI and L2 as Mis
(a) students speak the
same Li
(b) LI and L2 used
equally as Mis
(c) no LCS
(d) aim: all students to be
proficient in LI and L2
Subprogram 4.5.1 Equal bilingual schooling
,
with the LI and L2 as Mis, with
a L3 as the LCS
(a) students speak the
same LI
(b) LI and L2 used
equally as Mis
(c) L3 is the CS
(d) aim: all students to be
proficient in LI and L2
and to learn L3
Program 4.6 Equal bilingual schooling, with a L2 and a L3 as Mis
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Subprogram 4.6.1 Equal bilingual schooling, with a L2 and a L3 as Mis, with
the LI as a CS
Percentage
of time per
language
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students speak the
same LI
L2 and L3 used
equally as Mis
LI is the CS
aim: all students to be
proficient in L2 and L3
and to maintain LI
Subprogram 4.6.2 Equal bilingua! schooling, with a L2 and L3 as Mis, with a
L4 as a CS
Percentage
of time per
language
100
GRADE
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(a)
(b)
(c)
(d)
students speak differ-
ent Lis
L2 and L3 used
equally as Mis
L4 is a CS
aim: all students to be
proficient in L2 and L3
and to learn L4
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5. Parallel and sequential bilingual patterns in which a language that is
initially used as the Ml subsequently becomes a CS
In this pattern the defining characteristic is that the language that is being
used as the Ml subsequently becomes a CS. The overall aim is for students to
become at least bilingual. Another language may occur as a CS. Four patterns
are described.
Program 5.1 The LI is the Ml but subsequently becomes a CS with a L2 as
the Ml
(a) students speak the
same LI
(b) LI is followed by a L2
as Ml
(c) LI becomes a CS
(d) aim: all students to be
proficient in LI and L2
Subprogram 5.1.1 The LI is the Ml but subsequently becomes a CS with a L2
as the Ml, with a L3 as a CS
(a) students speak the
same LI
(b) LI followed by L2 as
Ml
(c) L3 is and LI becomes
a CS
(d) aim: all students to be
proficient in LI and L2
and to learn L3
Program 5.2 A L2 is the Ml but subsequently becomes a CS with a L3 as the
Ml
(a)
(b)
(c)
(d)
students speak differ-
ent LI s
L2 is followed by L3 as
the Ml
L2 becomes the CS
aim: all students to be
proficient in L2 and L3
Subprogram 5.2.1 A L2 is the Ml but subsequently becomes a CS while a L3
is the MI with the LI as a the CS
(a)
(b)
(c)
(d)
students are from the
one language group
L2 is followed by L3 as
MI
LI is and L2 becomes
aCS
aim: all students to be
proficient in L2 and L3
and to develop LI
Subprogram 5.2.2 A L2 is the MI but subsequently becomes a CSwith the
L3 as the MI with a L4 as the CS
(a) students speak differ-
ent languages
(b) L2 is followed by L3 as
the MI
(c) L4 is and L2 becomes
aCS
(d) aim: all students to be
proficient in L2 and L3
and to learn L4
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Program 5.3 A L2 is the MI but subsequently becomes a CS with the LI as
the MI
(a)
(b)
(c)
(d)
students speak the
same LI
L2 is followed by LI as
MI
L2 becomes CS
aim: all students to be
proficient in L2 and LI
Subprogram 5.3.1 A L2 is the MI but subsequently becomes a CS while LI
becomes the MI, with a L3 as the CS
(a)
(b)
(c)
(d)
students speak the
same LI
L2 is followed by LI as
MI
L3 is and L2 becomes
aCS
aim: all students to be
proficient in LI and L2
and to learn L3
Program 5.4 Limited sequence parallel bilingual education, with the LI and
a L2 as Mis, followed by the L2 as the sole MI and the LI as the CS
(a) students speak the
same LI
(b) Li phased out and L2
phased in as MI
(c) LI becomes CS
(d) aim: all students to be
proficient in L2 and to
maintain LI
Subprogram 5.4.1 Limited sequence parallel bilingual schooling, with the LI
and a L2 as Mis, followed by the L2 as the sole MI. with the LI and a L3 as
(a) students speak the
same LI
(b) LI phased out L2
phased in as MI
(c) L3 is and LI becomes
CS
(d) aim: all students to be
proficient in L2, to
maintain LI and to
learn L3
Percentage
of time per
language
GRADE
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100
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Sequential bilingual education patterns in which a language taught as a
CS subsequently becomes the MI
These patterns are characterized by the language which is initially the
MI subsequently becoming a CS. Another language may also occur as a CS.
Students are expected to become at least bilingual. Three programs are
described.
Program 6.1 Initially the LI is the MI with a L2 as a CS but subsequently
the L2 becomes the MI
(a) students speak the
same LI
(b) LI is followed by L2 as
MI
(c) initially L2 is the CS
(d) aim: all students to be
proficient in LI and L2
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Subprogram 6.1.1 Initially the LI is the MI with a L2 as the CS but sub
sequently the L2 becomes the MI with a L3 as the CS
(a) students speak the
same LI
(b) LI is followed by L2 as
MI
(c) initially L2 is CS, with
L3 a CS all the time
(d) aim: all students to be
proficient in LI and L2
and to learn L3
Program 6.2 Initially a L2 is the Ml with a L3 as a CS. but subsequently the
L3 becomes the MI
Percentage
of time per
language
100
GRADE
10 11 12 13
(a)
(b)
(c)
(d)
[miii i i i iiii
students speak differ-
ent Lis
L2 is followed by L3 as
MI
initially L3 is CS
aim: all students to be
proficient in L2 and L3
Subprogram 6.2.1 Initially a L2 is the MI with a L3 as a CS, but subse-
quently the L3 becomes the MI. LI is a CS throughout.
(a) students speak the
same LI
(b) L2 is the initial Ml but
gives way to L3
(c) L3 is initially a CS,
while the LI is a CS all
the time
(d) aim: all students to be
proficient in L2 and L3
and to maintain LI
Subprogram 6.2.2 Initially a L2 is the MI with a L3 and a L4 as CSs. but
subsequently the L3 becomes the MI
(a)
(b)
(c)
(d)
students have different
LI s
Ml changes from L2 to
L3
L3 is a CS initially,
while L4 is a CS all the
time
aim: all students to be
proficient in L2 and L3
and to learn L4
Program 6.3 Initially a L2 is the MI with the LI as a CS. but subsequently
the LI becomes the MI
(a) students speak the
same LI
(b) L2 is followed by LI as
MI
(c) initially the LI is the CS
(d) aim: all students to be
proficient in LI and L2
Subprogram 6.3.1 Initially a L2 is the MI and the LI is the CS, but subse-
quently the LI becomes the MI with a L3 as the CS
(a) students speak the
same LI
(b) the MI changes from
L2 to LI
(c) LI is a CS initially,
while L3 is a CS all the
time
(d) aim: all students to be
proficient in LI and L2
and to learn L3
7. Patterns in which the MI becomes a CS and the language that is the CSbecomes the MI
In this pattern the language that is initially the MI subsequently becomes
a CS and the language that is initially a CS becomes a MI. Another language
may occur as a CS. Students are expected to become at least bilingual. Three
patterns are described.
CS
,
while the CS, a L2,
(a) students all speak the
same LI
(b) the MI changes from
LI to L2
(3) the CS changes from
L2 to LI
(4) aim: to become profi-
cient in LI and L2
Program 7.1 The MI is the LI
,
which becomes a
becomes the MI.
Subprogram 7.1.1 The LI, which is the MI, becomes the CS, while the
CS, a L2, becomes the MI, with a L3 as a CS.
(a)
(b)
(3)
(4)
students speak the
same LI
the MI changes from
LI to L2
the CS changes from
L2 to LI
,
with L3 as CS
aim: to become profi-
cient in LI and L2 and
to learn L3
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the CS, a L3, becomes the
Program 7.2 The MI, a L2. becomes a CS while
MI.
(a)
(b)
(3)
(4)
students speak differ-
ent Lis
the MI changes from
L2 to L3
the CS changes from
L3 to L2
aim: to become profi-
cient in L2 and L3
Subprogram 7.2.1 The MI, the LI
,
becomes a CS, while the CS. a L2.
becomes the MI, with a L3 as a CS.
Percentage
of time per
language
100
GRADE
10 11 12 13
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(a)
(b)
(3)
(4)
students speak differ-
ent Lis
the MI changes from
L2 to L3
the CS, changes from
L3 to L2, with LI con-
tinuing as a CS
aim: to maintain LI
and become proficient
in L2 and L3
Subprogram 7.2.2 The MI, a L2, becomes a CS, while the CS, a L3,
becomes the MI, with a L4 as a CS.
(a)
(b)
(3)
(4)
students speak differ-
ent LI s
the MI changes from
L2 to L3
the CS, changes from
L3 to L2, with L4 con-
tinuing as a CS
aim: to become profi-
cient in L2 and L3 and
learn L4
3 4 K
the L 1 , becomes
Program 7.3 The MI, a L2, becomes a CS, while the CS,
the MI.
students speak the
same LI
the MI changes from
L2 to LI
the CS changes from
LI to L2
aim: to become profi-
cient in LI and L2
Subprogram 7.3.1 The MI, a L2, becomes a CS, while the CS, the LI.
becomes the MI, with a L3 as a CS.
(a) students speak the
same LI
(b) the MI changes from
L2 to LI
(3) the CS changes from
LI to L2, with L3 con-
tinuing as a CS
(4) aim: to become profi-
cient in LI and L2 and
learn L3
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APPENDIX E
ESTIMATES OF AND CENSUS DATA
ON THE POPULATION OF VANUATU 1900-1989
The following table gives estimates of the population of New Hebrides
and Vanuatu at various times from a variety of sources and the censuses for
1967, 1979 and 1989 (preliminary).
Year Total
NiVanu-
atu
Total
NonNi-
Vanuatu
NonNiVanuatu
B F V C Other
Europeans Asians
1900 64.555 473 - - - _
_
1914 - 854 - - - -
1923 - 2,079 - - 1,031 _
1926 - 4,653 - - 3,709 _
1929 - - 227 797 5,396 - _
1932 - - 270 868 813 - _
1935 - - 178 731 822 - _
1938 - 3,119 - - 2,184 -
1948 45.000 - 245 667 1,287 - -
1952 48.500 - 372 1,311 2,320 - -
1956 49.000 - 490 2,300 1,610 - -
1960 55.528 - - - - - -
1967 72.243 5.745 1,773 397 252 3.323
1979 104,371 6,880 2,409 365 359 3.737
1989 134,630 7,500 - - - - -
KEY
B = British F = French
C = Chinese V = Vietnamese
= unknown
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APPENDIX F
BASIC DATA FOR OPTIONS
This appendix contains seven tables as follows.
Table F.1
Table F.2
Table F.3
Table F.4
Table F.5
Table F.6
Table F.7
Basis for allocating teachers to schools and institutions
Proportions of curriculum time by LMIs and LCSs
Basic data on primary schools and their personnel
Number of secondary schools by classes by categories
Number of personnel by category of secondary school
Basic data on INTV and VTC
Basic data on system level personnel
Table F.1 Basis for allocating teachers to schools and institutions
SCHOOL/INSTITUTION PERSONNEL ALLOCATION
PRIMARY SCHOOL teacher 1.0 per class
SECONDARY SCHOOL
Grades 7 to 10 teacher 1.4 per class
Grades 1 1 and 12 teacher 1 .66 per class
Grade 13 teacher 2.0 per class
INTV teacher 1.4 per class
VTC tutor 2.0 per class
Table F.2 Proportions of curriculum time by LMIs and LCSs
ARRANGEMENT SCHOOLS INTV VTC
OF LMIs Grades Grades Grades Grades Grades
AND LCSs 1 td 6 7 to 12 13 1 1 to 1
3
11 & 12
One LMI 1.0 1.0 1.0 1.0 1.0
One LMI and one LCS
LMI 0.88 0.857 0.8 0.886 0.875
LCS 0.12 0.143 0.2 0.114 0.125
One LMI and two LCSs
LMI 0.76 0.714 0.6 0.772 0.750
Each LCS 0.12 0.143 0.2 0.1 14 0.125
Two LMIs
Each LMI 0.5 0.5 0.5 0.5 0.5
Two LMIs and one LCS
Each LMI 0.44 0.4285 0.4 0.443 0.4375
Each LCS 0.12 0.143 0.2 0.114 0.125
Table F.3 Basic data on primary schools and their personnel
PRIMARY
SCHOOL
CATEGORY
NUMBER
OF
SCHOOLS
NUMBER
OF
CLASSES
OTHER PERSONNEL PER SCHOOL
School
executive
Librarian Office
staff
1 teacher 74 74 0 0 0
2 teacher 38 76 0 0 0
3 teacher 40 120 0 0 0
4 teacher 50 200 0 0 0
5 teacher 22 110 0 0 0
6 teacher 27 162 0 0 1
1 2 teacher 8 96 1 1 2
TOTALS 259 838 - - -
Table F.4 Number of secondary schools by classes by categories
SCHOOL CATEGORY AND
DESCRIPTION
No. OF
Ss
NUMBER OF CLASRFR
7-10 11-12 13
1
. Single stream for each of Grades 7 to
10
8 32
2. Double stream for each of Grades 7 to
10
6 48 - -
3. Double stream for each of Grades 7 to
12
1 8 4 -
4. Double stream for each of Grades 7 to
1 0, triple stream for each of Grades 1
1
and 12, and sinqle stream for Grade 13
1 8 6 1
5. Four streams for each Grades 7 to 10
and double stream for each of Grades
1 1 to 1
3
1 16 4 2
TOTALS 17 112 14 3
NOTE No. OF Ss = Number of schools
Table F.5 Number of personnel by category of secondary school
PERSONNEL SECONDARY SCHOOL CATEGORY
1 2 3 4 5
Senior teacher 0.0 0.4 0.0 0.0 0.0
School executive 0.4 0.8 2.0 2.0 2.5
Librarian 0.0 0.0 1.0 1.0 1.0
Library assistant 0.0 0.5 1.0 1.0 1.0
Laboratory assistant 0.0 0.5 1.0 1.0 1.5
Bursar 1.0 1.0 1.0 1.0 1.0
Office staff 0.0 1.0 2.5 2.5 3.0
Number of schools 8 6 1 1 1
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Table F. 6 Basic data on INTV and VTC
CATEGORY OF PERSONNEL NUMBER OF PERSONNFI
INTV VTC
Teacher/Tutor 47.6 4.0
Senior teachers 3.6 0
Executive staff 2.0 1.0
Librarian 1.5 1.5
Bursars 1.5 1.0
Office staff 5.0 2.0
Number of classes 34 4
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Table F.7 Basic data on system levei personnel
CATEGORY OF STAFF IN EACH PROFESSIONAL OFFICE NUMBER
OF STAFF
PROFESSIONAL STAFF
Primary curriculum development Senior 1
Junior 9
Primary curriculum advisory Senior 5
Junior 1 1
Assessment and examinations 2
T ranslation
5
Inspection
Primary 5
Grades 7 to 10 1
Grades 1 1 to 13 1
Interpreting 3
SUPPORT STAFF
Primary curriculum development 2
Primary curriculum advisory 5
Assessment and examinations 1
T ranslation 2
Inspection 2
Interpreting 1
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